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Abstract
The purpose of the present thesis is to investigate the correlates of self-esteem in
pre-adolescence. In addition, the thesis aims to identify certain gender-specific
factors which may differentiate girls and boys with respect to levels of self-esteem.
The sample in this research derived from eight public elementary schools situated
at an average socioeconomic level district of Athens. It comprises 147 6" grade
pupils of both sexes and 103 mothers. Children were administered the relevant
questionnaires during two regular work periods in the normal classroom. The mothers
were contacted by telephone and those who agreed to participate completed relevant
questionnaires at home. Among the factors which were examined were:
the child's perceptions as regards beliefs of control and social support, the presence
of stressful events in children's lives, behaviour problems in children at home and
school, individual physical and social qualities of children, as assessed by the mother,
and father's involvement with children's everyday activities. Further, the quality of
family functioning as perceived by both the mother and child. Finally,
sociodemographic variables referring to certain characteristics of the family, such as
structure and socioeconomic status, and children's characteristics, such as weight
height and physical health. Results indicate that externality of locus of control is the
factor which correlates most strongly with self-esteem and this applies for both sexes.
Lack of social support, mother's age and the child's satisfaction with family functioning
are also influential. Weaker correlations were observed between a child's self-esteem
and the child's perception of family cohesion, the distance between mother's ideal
self and mother's image of the child, the mother's viewing the child as lacking
effectiveness, the mother's perception of family adaptability and the average score
of negative events in the child's life. Results from separate analyses among boys
and girls are discussed.
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Introducflon
Self-Esteem is usually taken as a fundamental psychological need that is used by
numerous investigators from different disciplines to explain various forms of behaviour.
Nevertheless, in the past self-esteem has primarily been the concern of psychologists,
whereas empirically oriented scientists have rarely attempted to investigate the issue
from a sociological standpoint. The need for a multidisciplinary approach became more
apparent in the last few decades when fundamental social changes that occurred all
over the world brought about serious implications for affective and cognitive development
of children. As a result, processes which previously had been conceptualized exclusively
from the perspective of psychology now had to be understood from the perspective of
a broader range of disciplines, including psychology, psychiatry, sociology, philosophy,
biology, ecology and economics.
Sociology is concerned about self-esteem as the concept surpasses the narrow limits
of the personal interests of the individual to embrace society's interests at large. In this
respect, Beane (1991) supported the view that self-esteem is not merely a psychological
concept but that it is also important for the development and understanding of the moral
and sociological issues that permeate our lives. With this understanding, teachers would
appear to have a difficult mission to perform "in exerting self-enhancement effort across
the entire school, and relating the work of the school with the larger world of conthtions
that detract from human dignity" (ibid., p.30). Seen in this light, the concept of self-
esteem should be extended to a broader concept where self and social interests would
be integrated.
The reason for choosing self-esteem as the topic of this research is its broadly
recognized importance as a substantial agent for the effective functioning of the
individual. As to the significance of self-esteem for each child's existence, this has been
described (Brooks,1992) as impacting practically every single activity or behaviour in
which a child is engaged. Considering the particular concerns of this research with 12-
years-old, these are mainly owing to two reasons: first, that in Greece the twelfth year
of life represents a very definite marker, being the end of the first stage of compulsory
education; second, that at this stage children normally have developed self-regard.
Moreover, this age is considered (Lerner,1982; Peterson and Taylor,1980) as a time
when multiple changes start to occur in the inner-biological, individual-psychological,
physical environmental and sociocultural contexts of the child; hence, this period has
been considered (Hill,1980) as a particularly appropriate time to study the relation
between a changing person and his or her changing world, even more so because
at that time the child strives to adapt himself in the world of adults. Among the factors
which determine successful adaptation in this world, the child's contribution to his or her
own development was considered (Lerner, 1982) as particularly important. Presumably,
self-esteem plays a crucial part in this process, as a positive attitude towards oneself
may strengthen one's ability to overcome potential adaptational stresses which often
accompany this kind of situations (p.36 1). The choice of the family and school as the
contexts in which the research was carried out derived from the well documented notion
that both exert a profound influence upon self-esteem formation in childhood. With
respect to family, this has been considered as particularly the place where experiences
occur, from which one can internalize images, opinions, and attitudes about oneself.
In the words of Shulman and Klein (1983) "the family serves as a reflection of reality as
well as how one is perceived by other family members" (p.736). As far as the context
of school is concerned, this has been viewed (Rogers, Smith, and Coleman,1978) as
an important social environment in which the child develops a sense of self-regard
through the process of imitating others.
In the following section reference is made to the particular problem that gave rise to
this research on self-esteem; also, the aims of the present thesis are presented.
Problems and Aims
The study of self-esteem is more complex than most people customarily think. This
complexity may account for the fact that, as Wylie (1979) observed, despite the practical
appeal of self-esteem as a research topic, researchers have not generally met with
success in using self-esteem as an explanatory factor (Damon and Hart, 1982:842).
Further, Wylie reported that, from her thorough review of a vast number of both
developmental and non developmental studies, the most impressive thing which
emerged was "the widespread occurrence of null or weak finding" in studies relating self-
esteem to achievement, ability, and interpersonal relations, as well as a host of other
antecedent or consequent variables (e.g., age, race, sex, socioeconomic level, creativity
indices and personality) (Wylie,1979:690); this was even more true of the child studies
than of the adult studies (Damon and Hart,1982:842). For Wylie, this striking finding is
in contradiction with the common belief that self-regard should be connected with
successful adaptation to life; hence, the writer concluded, these null and weak results
may be attributable either to gross psychometric inadequacies in purported self-regard
measures, or the way these instruments were applied in the researches which she
reviewed, or partly to design problems. Finally, Wylie pointed out that deficiencies in
instrumentation may stem from neglect of some very plausible psychological
considerations about the construct of self-regard.
To the extent that Wylie's argument is correct, then, most investigators' failure to find
any sound relationships between self-esteem and the aforementioned factors might -
be ascribed to inadequacies in the design and implementation of relevant researches.
As a matter of fact, only a few studies have been conducted in an exemplary way.
However, one might wonder why doubt should be thrown specifically upon self esteem;
wouldn't it rather be possible that factors other than the supposed antecedents of self-
conceptions may play the most crucial role in shaping self-esteem in childhood?
The aim of the present thesis is to investigate the correlates of self-esteem in pre-
adolescence. Despite awareness of the complexity of the topic, this author believes
that it is worthwhile to keep trying to investigate all possible aspects of the phenomenon
in the expectation that certain factors, which in the past may have been somewhat
neglected, may now be found as influential to levels of self-esteem. Thus, one of the
main concerns was to avoid as much as possible the mistakes that Wylie identified in
her review of the relevant literature, as described above. First, the natural range of the
variables included was examined by using correlational methods of statistical analysis
instead of the experimental strategy which is often used in psychology; this strategy in
the words of Cronbach (1975) "has only limited ability to detect interactions (p.23).
By contrast, the correlational methods, which are in agreement with the task of social
scientists, have been designed "to gain insights into contemporary relationships, and to
realign the culture's view of man with present realities" (Cronbach,'1975:126). Second,
multiple regression and related methods were used in order to avoid the pitfall of
misinterpreting the direction of causality between the variables examined, a danger
which is inherent in research dealing with behavioural issues. A third concern was to
consider the issue from the child's point of view instead of relying on data drawn from
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adults alone. Thus, questionnaires on self-esteem, social support, locus of control, and
social relationships, were completed by children themselves. The advantage of this
approach is confirmed by Damon and Hart (1982), who suggested that the existing
disagreement in the literature on self-esteem may be attributed to a failure of
researchers and investigators to attend to the development of self-understanding on the
part of the child. Finally, the accounts of both child and mother were considered with
respect to family functioning, and of mother and teacher in relation to behaviour
problems. By gathering information from two different respondents, it was intended to
find out whether the child's self-esteem correlates exclusively with how children feel
about themselves, or is associated with the images that others have of the child.
In summary, apart from this introductory section, five chapters are included in the present
thesis. Chapter I provides the conceptual framework of the study; the importance of this
chapter lies in the fact that through the concepts and formulations presented the
background for interpreting the results of the study is supplied. Chapter II examines
empirical evidence of a correlation between various psychosocial factors and self-
esteem. Chapter III discusses methodological issues and procedures employed in the
study, while in Chapter IV the results which emerged from the statistical analysis are
presented and the relevant findings are discussed. Chapter V contains a discussion
of the results of the study in connection with similar findings in literature. The last part of
the thesis consists of a discussion encompassing four sections with the following aims:
• Linking the main findings of the present research to the theoretical underpinning
established earlier.
• Presenting the social context within which gender operates from the point of view of
the gender differences found in this research.
• Evaluating whether the conclusions of the research add new knowledge in the area
examined, both at the theoretical level and practically with regard to policy.
• Considering further research needs in the light of the investigation presented here.
Finally, a summary of the conclusions drawn from the study is presented.
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CHAPTER I.
Conceptual Framework
and Theoretical Issues
1.1	 Introduction
Interest in the self, what it is and how it develops, goes back deep in time (Hamachek,
1992). René Descartes, the French mathematician and philosopher, was the first to
discuss the "cognition" of self, as a thinking entity. In the subsequent years, psychology,
which evolved from philosophy as a distinct discipline, was concerned about the self as
a related idea. However, during the first 40 years of the twentieth century, the self almost
disappeared as an idea of any stature, due to the emergence of the novel trend of
behaviourism which, in a sense, overshadowed the psychological thinking of that era.
In fact, during the early part of this century, the study of the self "was kept from being
swept entirely out to sea" only thanks to the outstanding writings of C.H. Cooley (1902),
J. Dewey (1916), W. James (1890) and G.H. Mead (1934) (Hamachek,1992:2).
Nevertheless, not until six decades later did systematic empirical research start to be
used to investigate questions and problems related to the self and its components,
e.g., self-concept, self-image, self-actualization, and the like (ibid.)
1.1.1 The Concept of Self
For Winnicott, the world "self" has no relevance at the very beginning of life (reported
in Davis & Wallbridge,181), but becomes appropriate with the advent of self-
consciousness, that is, "after the child began to use the intellect to look at what others
see or feel or hear and what they conceive of when they meet this infant body". This
period has been characterized as the "area of transition from a weak and fragmentary
ego to self-awareness" (ibid., p.33). It follows that, for understanding the self, one has
to understand first the development of self-awareness.
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For Hamachek (1992), self-awareness emerges under the form of the "existential self",
that is, the fundamental sense of being separate from others. During this stage,
a substantial step towards developing a sense of self occurs, namely, the understanding
of "object permanence", i.e., objects continue to exist even when the infant can't see or
feel them any longer; this sense of self is complemented by the understanding of "object
identity", i.e., the infant's learning that individuals remain the same from one encounter
to another. The next step in the beginning of self-awareness is the development of the
"categorical self", i.e., children's defining themselves in terms of a set of categories, such
as gender, age, size, colour, and specific skills of knowledge. For young children, each
one of these descriptive labels carries with it a certain positive and negative charge
which influences their self-concept accordingly. Gradually, as children learn more about
themselves and their social environment, their self-concept grows increasingly more
complex. At this stage, children acquire the ability to understand their world more fully
and to see themselves as objects in the outside world. This aspect of the self involves
the various physical, social and emotional attributes, which constitute the content of the
self; this "self as object" is called the "knower" or "I" and implies the agent of experience.
Furthermore, the self becomes aware through its perceiving, performing, thinking, and
remembering functions; this dimension of the self is called the "known" or "me", and
implies the content of experience. Thus, through the combination of all these interacting
attributes and functions, two core ingredients of the self are created, namely, self-
concept (i.e., ideas about oneself) and self-esteem (i.e., feelings and evaluations about
the self) (Hamachek,1992:5-7).
1.1.2 Distinction Between Self-concept and Self-Esteem
Although frequently the terms of "self-concept" and "self-esteem" are used
interchangeably to denote the regard which one has for oneself, the two notions are
distinct from one another in a number of ways. More specifically, by "self-concept" is
implied "that particular cluster of ideas and attributes we have about ourselves at any
given moment" (Hamachek,1992:26). Self-concept can be understood as the organized
cognitive structure of ourselves as individuals, which emanates from the total sum of our
experiences; hence, the kind of persons we see ourselves as being derives from the
ideas, or otherwise concepts, which grow from these experiences. Furthermore, self-
concept is viewed as our "private" mental image of ourselves, namely, a collection of
beliefs about the kind of person we are (ibid.). As far as the term "self-esteem" is
concerned, this implies the affective dimension of self-perception, that is, "not only we
have certain ideas about who we are, but also have certain feelings about who we are".
(p.31). The crucial difference between the two concepts lies in that, while self-concept
consists of the purely descriptive aspect of our self-perceptions, self-esteem is the
evaluative component of our self-perception; in other words, self-esteem is constructed
out of our evaluations of the things we do, of who we are, and of what we achieve in
terms of our private assessments of the goodness, worthiness, or significance of those
things (ibid.).
1.2 The Psychoanalytic Approach
to the Roots of Self-Esteem
Despite the importance ascribed to self-esteem as a determinant of psychological health
and affective functioning (Coopersmith,1967), its genesis and growth have not been
studied adequately (Kirchner and Vandracek,1975). As a result, the available knowledge
of the roots of self-esteem is derived from the classic works of eminent theorists,
primarily psychoanalysts, such as Freud and his followers. In this section, certain of
these ideas are presented which are thought to be appropriate for the analysis of the
subject under investigation.
1.2.1 At the Roots of Self-Esteem
The roots of self-esteem are found at the very beginning of life, when the infant feels an
absolute omnipotence and a feeling of primary narcissism which has been called the
"narcissistic need" (Fenichel,1945). The awareness of how close the small child is to the
original omnipotence has been called self-esteem. At this stage, as Fenichel observed,
"the basic supply of satisfaction from the external world, the supply of nourishment, is
simultaneously the first regulator of self-esteem" (ibid., p.40). Later, when the infant
looses belief in its omnipotence, the desire for the satisfaction of hunger is replaced by 	 -
the desire for love from the more powerful adult; then, love has the same effect as the
supply of milk had on the infant, namely, when the small child loses love it loses self-
esteem, and attains self-esteem when love is regained (ibid., p.41). In the course of this
phase, the infant makes a move from its initial omnipotence to a grasp of the "reality
principle", i.e., a sense of experiences evolved through mutuality of infant and
caretakers.
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The role of the caretaking agents in the development of self-esteem has received
particular attention in the literature. For example, Sullivan (1953) stressed the
importance of the nurturance of the caretakers as the basis for the infant's early
sense of security (p.14). For Erikson, this is "more important in the human beings
than the impulses resulting from a feeling of hunger and thirst" (reported in Giddens,
1991:38). Giddens considered that, this sense of security is the basis of what Erikson,
echoing Winnicott, called "basic trust", that is, "the original nexus from which a
combined emotive-cognitive orientation towards others, the object world, and self-
identity emerges" (ibid.). Hence, Giddens concluded, as developed through the
loving attentions of earlier caretakers, basic trust may be viewed as a link between
self-identity and the appraisals of others.
Fundamental roles in the development of this feeling of security we played by habit
and routine in the family context. At this stage, Giddens noted, "core connections
are established between routine, the reproduction of coordinating conventions, and
feelings of ontological security in the later activities of the individual" (Giddens,
1991:39). Nevertheless, the writer also pointed to the potential danger from blind
commitment to established routines; such commitments, he argued, may be a sign
of neurotic compulsion resulting from "the infant's failure - for whatever reason - to
open out potential space in a way that generates basic trust" (ibid., p.140). Instead,
when this routine is a central element of the autonomy of the individual, the latter can
actively influence the situation by means of creativity, i.e., the capability to act or think
innovatively in relation to pre-established modes of activity (ibid., p.38). By "potential
space" is implied the awareness of the separate identity of the parenting figures and
the emotional acceptance of "absence", i.e., the infant's "faith" that its caretaker will
come back, albeit that he or she is not any longer in its presence. For Giddens,
creativity is closely tied to basic trust, as the latter by its very nature is in a certain
sense creative, as "it entails a commitment that is... a hostage to fortune which
implies a preparedness to embrace novel experiences" (p.41). On the other hand
to trust also implies the possibility of facing loss; and fear of loss generates effort.
Consequently, in order to achieve a creative involvement with others and with the
object-world, the child has a dual task to perform, namely, to work at the relations
which sustain basic trust, while learning "the cognitive work that has to be put into
even the most repetitive enactment of convention" (ibid.). As a result, Giddens
concluded, "creativity as a routine phenomenon is a basic prop to a sense of
personal worth and therefore to psychological health" (ibid.).
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With respect to the relationship between early experiences of attachment to the mother's
figure and subsequent development of self-esteem in the child, it has been suggested
that this emanates from a number of innate mechanisms which are designed to
strengthen the relationship and to ensure its continuity throughout life (Brewin,1988).
This idea derives from Bowlby's famous "attachment theory" which, in brief, suggests
that infants possess a motivational system programmed to establish stable attachments
with a small number of other individuals, and that the creation of secure affectional
bonds promotes self-confidence and healthy psychological development. Further,
Bowlby supposes, that the presence of a primary attachment figure and her (less often
his) responsiveness to the child's needs, is a determining factor of the amount of fear
which is created as a result of a potentially alarming situation. Furthermore, Bowiby
proposes that the responses of others in these kinds of situations serve children "to
gradually build up internal representations of working models of themselves and of
their main attachment figures, which are used to appraise and guide behaviour in
new situations" (reported in Brewin,1988:151). In this way, the quality of early social
interactions, particularly the inferences that children draw about their acceptability
or loveableness, enable them to connect their working model of self with the models
of others; hence, confidence in the availability of attachment figures is gradually
internalized as an important aspect of self-esteem.
1.2.2 The Identification Process and Self-Esteem
Another issue with which psychoanalytic thought has been concerned, is the process
of identification and development of super-ego, that is, the idealized image of self. For
Klein (1975), this process is a constant interaction between introjection and projection,
operating from the beginning of post-natal life in a two-way fashion; on the one hand,
through building the internal world, and, on the other, by shaping the picture of external
reality. By "inner world", is implied here the product of the infant's own impulses,
emotions and fantasies, which are profoundly influenced by his or her good and bad
experiences from external sources. But, at the same time, the child's perception of the
external world is influenced by the inner world influences, which are equally decisive for
the infant's development. A crucial role in this process, according to the writer, is played
by the mother's figure, as this is concurrently internalized with the contrasting "premordial
emotions" of love and hatred (Klein,1975:142). Thus, a securely established love fora
good object, such as the mother, gives the ego a feeling of riches and abundance; this
allows for an outpouring of 'libido' and projection of good parts of the self into the
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external world, without a sense of depletion arising. In such cases, there is a balance
between giving out and taking in, between projection and introjection (Ibid., p.144).
As far as the relationship between the notions of "self-identity" and "self-esteem" is
concerned, it appears that the two constructs are bound up very closely, as both are
essential for the structure of a fully developed self. The developmental process through
which these constructs interact and reinforce each other, Erikson described as follows:
"The incorporation of a particular successful act, (e.g., one who can walk), into the ego
of the child is one of the many steps in child development..., which contribute to a more
realistic self-esteem. This self-esteem grows to be a conviction that the ego is learning
effective steps toward a tangible collective future, that it is developing into a defined ego
with respect to the development within a social reality" (Erikson,1950:207-208). As to the
timing of identity formation, this for Erikson (1968) evolves through earlier stages of
development than most theorists believe, and continues to be reshaped throughout the
life-cycle. In particular, he noted, "the first sense of 'I' emerges only through the trustful
interplay with a parental figure during infancy" (reported in Kroger,1966:17).
Furthermore, in line with Klein, as mentioned earlier in this section, Erikson argued that
introjection or the incorporation of another's image operates and prepares the way for
the development of more mature forms of identity resolution (Erikson,1968:159).
Finally, a relevant approach to the study of self-esteem has been provided by the
American psychologist Abraham Maslow(1942,1954,1973). He conceptualized
self-esteem as a solid emotional foundation for the development of intellectual
human needs, such as achievement, self-fulfillment and creative expression
(WHO and Council of Europe,1990,1991). By "intellectual needs", Maslow implied
man's tendency to know that he is worthwhile, able to master something in his own
environment, have a competence, an independence, a freedom, and a feeling that
he is recognized in some type of endeavour (Bishof,1970). Following this approach,
a precondition for the creation of self-esteem is the actualization of one's inner ability
to make the best and fullest personality of oneself (ibid.). This position is based on
Maslow's six-level "hierarchy of motives", suggesting that the basic needs take priority
and have to be filled before higher needs become salient; hence, a positive self-esteem
can be achieved only after the needs which have been ranked first in the "hierarchy of
needs", such as physiological, security and safety, and love and feelings of belonging,
have been gratified.
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1.3 The Symbolic Interactionist Approach
The psychoanalytic approach to self-esteem which has been examined so far, provided
valuable insights into how the self emerges and develops into an integral human being.
However, the focus of this approach is not specifically on self-esteem; in contrast, the
symbolic interactionist approach contributed more substantially to a better understanding
of the mechanism through which the individual acquires a sense of esteem for the self.
In particular, William James, Charles Cooley, and George Herbert Mead offered major
insights and guidelines for the study of self-esteem (Coopersmith,1967:29). Certain of
these insights are elaborated in this section.
1.3.1 James' Formulation
First, James contributed one of the most influential theoretical analyses of the self in
the psychological literature (Damon and Hart,1982:844). In his work "Principles of
Psychology" (1890), he proposed three possible influences upon self-esteem. The first
proposition suggests that human aspirations and values have an essential role in
determining whether we regard ourselves favourably. James is considered as one of
the earliest social psychologists to deal with self-esteem as the fit between one's
accomplishments and one's behavioural aspirations (e.g., Harter,1985; Brissett,1972).
This idea is expressed succinctly in his famous formulation, stating that: "our self-feeling
in this world depends entirely on what we look ourselves to be and do. It is determined
by the ratio of our actualities to our supposed potentialities; a fraction of which our
pretensions are the denominator, and the numerator our successes; thus,
self-esteem =
success
pretensions" (James,1890:191).
This approach to self-esteem has been incorporated into much of the theoretical and
empirical work of sociologists. For example, referring to the above definition, Harter
(1985) emphasized the role of "competence". She asserted that, by considering self-
esteem as the ratio of one's successes to one's pretensions, James implied that the
relationship between our competencies and our aspirations was a critical determinant
of how we evaluate the self. Following this interpretation, for James, apart from a
general sense of self-esteem, individuals possess more discrete self-judgments about
their competencies within specific domains. Hence, Harter argued, one's overall sense
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of esteem is based upon how adequately one performs in domains where one considers
that success is important (Harter,1990:366). Consequently, the degree to which success
or failure affects one's overall evaluation is determined by the importance of an activity to
the individual (e.g., James,1892/1963; Dickstein,1977; Rosenberg,1979). The
importance of competence has been underscored also by White (1 959,1960,1963) who
suggested that, in infancy, self-esteem is closely linked to feelings of efficacy and with
development to the more cumulative sense of competence (recorded in Harter,1985).
The second proposition suggests that people achieve a sense of general worth not
merely by measuring their achievements against their aspirations, but also by employing
communal standards of success and status (Coopersmith,1967:30). A precondition for
this is that one can judge oneself quite as objectively as one judges anybody else, and
measure one's own worth by employing the same outward standards which one applies
to other people. Hence, James concluded, one's self-regard derives from both one's
actual success or failure and the good or bad position one holds in the world. Finally, as
a third source of self-esteem, James described the value one places upon extensions of
the self, that is "the sum total of all that he can call his" (recorded in Coopersmith,
1967:30).
Furthermore, James distinguished three different aspects of self: the spiritual self
(i.e., psychic abilities and dispositions), the material self (e.g., body, clothes, family,
home, and possessions), and the total or social self (i.e., recognition from others).
Notwithstanding, James' notion makes clear that it is not mere recognition of the person
as it exists independently of the other, but that the resulting self is a product of-
interaction, because:
a man has as many social selves as there are individuals who
recognize him and carry an image of him in their mind. We may practically
say that he has as many different social selves as there are distinct groups
of persons about whose opinion he cares". (James,1910:179)
In conclusion, James' pioneering idea of linking the person to the social context has to
be underscored; this idea and the inclusion of self-conception into sociological theory,
paved the way for the new approach to the individual-society relationship, namely
symbolic interactionism, the theoretical setting which embeds most of research on the
sources of self-esteem.
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1.3.2 Cooley's "Looking-Glass-Self'
Cooley is the next major figure after James to spend all his energies on the social aspect
of the self. He postulated that from early childhood our concepts of self develop from
seeing how others respond to us: "In the presence of one whom we feel to be of
importance, there is a tendency to enter into and adopt, by sympathy, his judgment of
ourselves" (quoted from Burns,1982:163-164). By using the metaphor of a ulooking
glass", Cooley provides the basis of reasoning of the way in which the evaluation that
people make of themselves is influenced by people's impression of their appearance
to others:
"As we see our face in the glass and are interested in it because it is
ours, and pleased or otherwise with it according as it does or does not
answer to what we should like it to be, so in imagination we perceive in
another's mind some thought of our appearance, manners, aims, deeds,
character, friends and so on, and are variously affected by it".
(Cooley, 1902:152)
The looking-glass-self symbolizes the interaction of the individual with his or her various
primary groups. This interaction is characterized by face-to-face association, relevant
permanence and great familiarity between the members of each one of these groups.
The face-to-face interaction within the group produces feedback for the individual to
evaluate and relate to his own person; as a result, the self is gradually created through
trial-and-error processes by which values, attitudes, roles and identities are acquired.
The symbolic character of this process lies in the fact that, by using the looking-glass,
Cooley described the sequence of stages whereby people look into the eyes and minds
of others and imagine how they themselves are viewed. As to the images of selves
people see reflected in others, these engender certain emotional reactions, such as
feelings of pride and mortification (Kenny and DePaulo,1993:145). Furthermore,
Cooley emphasized the crucial part that the expectations of other people have in
controlling the conduct of the individual:
1tThrough the images people form of one another, conscious and
unconscious motivational processes are set in motion that lead most
people to adjust their own acts to fit desired images of themselves".
(Hewitt, 1976:92)
Cooley's idea that our self-concepts are formed as reflections of the responses and
evaluations of the others dominates the sociological literature. For Gecas and Schwalbe
(1983), this idea "constitutes the core of the sociological theory of socialization, with its
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emphasis upon reference groups and significant others as the 'mirrors' that reflect
images of the self' (p.77). Nevertheless, as Wylie (1979) noted, the relationship
between reflective appraisals and self-regard is non-linear, and the strength of this
relationship can be attenuated in the presence of certain moderating factors, such as
the importance that the person places on significant others, the quality versus quantity
of significant others as these are perceived by the individual, and the amount of
interpersonal similarity of beliefs, attitudes, and personal characteristics. She also
stressed the capability of the person to interact in an open and undefensive manner
with others as a powerful regulating factor (Wylie,1979:454-455).
1.3.3 Mead's Theory of the Social Nature of the Self
Mead (1934), however is the theorist who provided the most comprehensive theoretical
system which brought the assumption about the nature of the self and society together
(Hormuth,1990:71). His theory of self-development is an elaboration and expansion of
James' idea of the social self that formed the common foundation for those groups of
theories and approaches which have become known as "symbolic interactionism". One
basic principle in this theory is that the self is a reflexive concept which can be both
subject and object, "a fact which makes him a more advanced product of evolutionary
development than are the other animals" (Mead,1934:201). More specifically, for Mead,
the self is an object that acquires meaning in social interaction and, at the same time, is
the subject of social interaction; hence, the self is essentially a social structure which
arises in social experience:
"The individual experiences himself as such, not directly but only indirectly,
from the particular standpoints of other individuals of the same social group,
or from the generalized standpoint of the social group as a whole to which
he belongs" (Mead, 1934:138)
Therefore, Mead concluded, the self is a product of interaction in which the person
experiences himself as reflected in the behaviour of others:
"Selves can only exist in definite relationships to other selves. No hard-and-
fast line can be drawn between our own selves and the selves of others,
since our own selves exist and enter as such into our experience only
insofar as the selves of others exist and enter as such into our experience
aIso" (Mead, 1934:164)
In addition to the specific selves which arise out of the interaction with other individuals,
Mead proposes that an organized self develops out of the interaction with the organized
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community or social group to which one belongs; this organized group, or "generalized
other", according to the writer, "gives to the individual his unity of self' (Mead,1934:218-
219). Mead differs from Cooley in that his "looking glass self is reflective not only of
significant others, as Cooley suggested, but of generalized other, that is, one's whole
social and cultural environment" (Burns,1982:164). This means that a complete self is
possible only insofar as every individual can share the general attitudes of all other
individuals belonging to that social group, and direct one's own behaviour accordingly.
The notion of "generalized other" is viewed as important for an additional reason,
namely, for influencing the behaviour of the individual involved in the social process
while making it possible for the community to exert control of the conduct of its individual
members (Mead,1934:219). These views of generalized (significant) other, for
Coopersmith (1967), are "Mead's key to the formation of self-esteem" (p.31). In more
recent years, the concept of "generalized other" has been replaced by the concept of
usignificant others", which is widely used in theorizing and research on self-esteem,
especially in children (Gerth and Mills,1954).
The concept of significant others signifies "those persons who are important or who have
significance to the child by reason of his sensing their ability to reduce insecurity or to
intensify it, to increase or to decrease his helplessness, to promote or to diminish his
sense of worth" (Burns,1982:164). As to the mechanism through which the significant
others influence self-development in children, this is reflected in Cooley's (1902) and
Mead's (1934) symbolic interaction theory suggesting that "children incorporate or
internalize the symbols of significant others, as they perceive them" (Bohmstedt and
Felson,1983:45). Explaining the process by which these internalized ideas and attitudes
of significant others affect the child's self-esteem, Coopersmith postulated that
"internalizing their posture toward him, he values himself as they regard and value
him and demeans himself to the extent that they reject, ignore, or demean him"
(Coopersmith,1967:31). According to Burns, the significant others exert an influence
upon the developing self-concept, either by reflecting an image of the child, or by
interpreting experiences and events for the child through the feedback they provide.
Thus, a feedback which is pleasant and agreeable informs the child that what he is doing
is good and valuable; this makes the child feel that he is competent and of worth; the
recipient's self-esteem is thereby enhanced. On the contrary, a feedback which is
unpleasant and disagreeable, informing the child that he is doing badly and performing
incompetently or wrongly, makes the child to feel incompetent and worthless; such a
feedback results in lowering self-esteem (Burns,1982:165). Finally, Hewitt suggested,
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that not only do the images people form of one another lead most people to adjust their
own acts to fit desired images of themselves, but self-esteem also may be a crucial part
of this process. More specifically, he argued, it is likely that some people have
cumulative experiences that make self-esteem so low that it is difficult to adjust their
conduct, whereas others develop levels of self-esteem so high that they are "impervious"
to others' judgments (Hewitt,1966:92).
Finally, one of Mead's basic insights into the development of self is that of role-taking,
since the kind of object the child becomes depends largely upon how this process
of taking different roles proceeds. Crucial to this process is the effort which the child
makes to institute itself as an object and, in so doing, its tendency to adopt the real or
imaginative role of the other toward itself (Hewitt,1959). More specifically, in the course
of this process Mead considered that the child assumes the properties of a social obje.ct,
in the sense that it conceives of itself as having the characteristics and values that others
ascribe to it (Coopersmith,1967:31). One aspect of the process of role-taking, in its initial
form, is clearly manifested during the play period when "the child utilizes his own
responses to these stimuli which he makes use of in building a self" (Mead,1934:215).
Furthermore, during the game period, in the context of an organized situation, the child
engages in a more advanced form of role-taking, in the sense that he "must be ready to
take the attitude of everyone else involved in that game" (Mead,1934: 216); hence a
parallel is made between what goes on in the game and what goes on in the life of the
child all the time:
aHe gets the function of the process in an abstract sort of a way at first; -
then it goes over from the play into the game in a real sense. In this way,
he becomes a something which can function in the organized whole, thus
tending to determine himself in his relationship with the group to which
he beIongs" (Mead, 1934:224)
The concept of role-taking inspired Erwin Goffman (1959,1967,1971) to see the many
different versions of human behaviour as theatrical performances. More specifically, in
Goffman's view, each one of us tends to present different aspects of the self at different
times to different people as part of an overall impression management effort (Hamachek,
1992:22). In this respect, Burkitt suggested, we engage in impression management
either because we have learned that it is expected of us to do so, or we have learned
that we must engage in some impression management behaviour if we want people to
love us, like us, listen to us, respect us, and so forth. In addition, by using their ability to
manage impressions, individuals attempt to create a definition of the reality of a social
situation which others must initially accept (Burkitt,1991:58). In Goffman's words:
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"Regardless of the particular objective which the individual has in mind
and of his motive for having this objective, it will be in his interests to control
the conduct of the others, especially their responsive treatment of him.
This control is achieved largely by influencing the definition of the situation
which others come to formulate, and he can influence this definition by
expressing himself in such a way as to give them the kind of impression
that will lead them to act voluntarily in accordance with his own pIan"
(Goffman, 1969:3)
Commenting on the concept of "impression management", Rosenberg (1979) argued
that this is particularly a product of the technological progress witnessed during the
current century. He also pointed to certain fundamental objectives which, in his
judgment, underlie the nature and prevalence of such presenting selves. Among these
are included:
• The human need for social approval, for the sake of which an enormous force is
exerted upon individuals to conform in society or its subgroups.
• The satisfaction of self-consistency and self-esteem motives, which are essential for
establishing and protecting a self-picture.
• Conformity to social rules and norms, which although varying as to the purpose
of their institution, all have in common that they are fairly standardized ways of
presenting oneself in interaction with others. (Rosenberg,1979:47)
Considering Goffman's work overall Gecas and Schwalbe concluded that this falls
between two different approaches to self-esteem formation, namely, efficacious action
as a basis for self-esteem, and esteem which is based upon the opinions of others. In
particular, these authors argued, in Goffman's work the active efficacious self is clearly
present, but the emphasis is upon impression management and interpersonal
manipulation. Thus, in the words of Gecas and Schwalbe, "a sense of self formed
through the competent and efficacious action of an autonomous subject is ignored in
favour of a sense of self derived from orchestrating the appearance of competenand
efficacy" (Gecas and Schwalbe, 1983:80).
1.4 Approaches to Self-Esteem from Specific
Topical Treatments
In the preceding section, the general theoretical framework for the concept of self-
esteem was examined as it is delineated through the writings of classic theorists such
as James, Cooley and Mead. Nevertheless, despite their deep appreciation of the
significance of self-esteem, these earlier writers "did not possess or propose a specific
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theoretical framework within which that object could be discussed and investigated"
(Coopersmith,1967:28); furthermore, Coopersmith added, until his time, no single
theoretical context had developed within which self-esteem could be considered.
Consequently, he maintained that the development of such a context is possible only
if many vague and often unrelated assumptions from more specific topical treatments
are integrated into a coherent and testable theory of self-esteem. In this section certain
such concepts are cited, as they were formulated by the neo-Freudians Alfred Adler,
Harry Stack Sullivan, and Karen Homey. Also, Carl Rogers' phenomenological approach
is examined.
Alfred Adler (1927) is the author who first made self-esteem a major construction in
personality theory. He put special emphasis on the neurotic's concern with loss of self-
esteem and his striving for superiority. Further, he stressed the importance of actual.
weakness and infirmities in producing low self-esteem (reported in Coopersmith,
1967:33). He termed these disability conditions as "organ inferiorities", to differentiate
them from the feelings of inferiority which inevitably are experienced by every individual
during childhood, as a result of the comparison that children make with individuals bigger
and stronger than themselves. Adler postulated that such conditions are likely to have
detrimental implications for the development of self-esteem, yet these can be
compensated, or even turned into strength, in the presence of loving parents and
intimate friends who provide acceptance, support and encouragement. Finally, the writer
underscored the destructive effects of overindulgence in causing children to have an
inflated value of their worth; such children may become self-centered, demandingand
unable to engage in reciprocal social relationships (ibid., p.33-34).
The American psychiatrist Harry Stack Sullivan (1953) is the next nec-Freudian writer
to direct his attention mostly towards the origins of self-esteem. His theory is based on
Mead's interpretation of the social origins of personality and focuses especially on the
interpersonal processes involved. He contended that the person continually strives to
maintain an acceptable level of self-esteem through fear of being rejected or demeaned
by himself or significant others; for loss of self-esteem produces anxiety (Coopersmith,
1967:32), or what Giddens termed as the "cosmic" experience that relates to the
reactions of others and to emerging self-esteem (Giddens,1991:45). Thus, according to
Sullivan, one needs to employ various strategies which can counteract potential threats
to one's self-esteem; these strategies are learned mainly in the course of early familial
experiences, when the infant attains a sense of security in its earlier form, i.e., the
infant's sensitivity to parental approval or disapproval (Coopersmith,1967:32).
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Nevertheless, it appears that apart from the interactions between parent and child, the
socializing agents of the culture also contribute to strengthening the connection between
self-esteem and protection from anxiety. In particular, it has been suggested that need
fulfillment, i.e., love and protection that parents provide to their child at an early age,
forms the primary basis of security (e.g., Horney,1937; Sullivan,1953; Rogers,1959;
Bowlby,1969). In parallel, the child internalizes parental standards of goodness and
value; thus, an association develops between, on the one hand, self-esteem and the
internalized parental standards of goodness and value, and, on the other hand, feelings
of safety and security. In this way, self-esteem provides protection from anxiety, since to
feel loved, safe, and secure, one needs to evaluate oneself highly (Greenberg et
al.,1992:914).
Along the same lines as Sullivan, Karen Homey (1945,1950) was concerned with the
interpersonal processes and ways through which demeaning events can be minimized.
She concentrated on a wide range of adverse factors which may be accounted for by
what she terms as "basic anxiety", i.e., feelings of helplessness and isolation which she
considered as major sources of unhappiness and reduced personal effectiveness.
Among such factors Homey nominated: domination, indifference, lack of respect,
depreciation, lack of admiration, lack of warmth, isolation and discrimination. As
Coopersmith observed, "the common antecedent of all these conditions is a disturbance
in the relationships between parents and child, which is generally associated with
parental egocentricity" (Coopersmith,1967:32-33). However, the most important of
Homey's contributions to the topic is her concern for the defences against feelings of
anxiety. In particular, she opined that, through the formation of an "idealized image of
one's capacities and goals", one is able to cope with anxiety. For Homey, the social and
real selves must be similar in content, for if the discrepancy between the two selves is
great, depression may arise, as a result of one's failure to attain one's high standards.
According to Coopersmith, the difference between Homey's idealized image and James'
ideal of aspiration is that the former originates from negative feelings, whereas the latter
derives from positive or negative sources (reported in Coopersmith,1967).
Rogers (1951), the founder of what is now known as "client-centered psychotherapy",
has expressed several concepts and formulations relevant to regard. These originate
from more recent theorizing about self-concept, namely phenomenology. The core
concept for the phenomenologist is the perceived self, which develops through the
internalization of percepts and concepts from others, as well as from self
(Bumns,1979:36); it follows that the two notions, self-concept and self-esteem, its
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evaluative component, are closely associated with each other. This association is clearly
illustrated in Rogers' description of self-concept as an "organized configuration of the
self":
"It is composed of such elements as the perception of one's characteristics
and abilities; the percepts and concepts of self in relation to others and to
the environment; the value qualities which are perceived as associated with
experiences and objects; and goals and ideals which are perceived as having
positive or negative valence". (Rogers, 1951:136)
Rogers viewed the need for positive self-regard as related to, and dependent upon,
positive regard from others, including such feelings as warmth, liking, respect, sympathy
and acceptance. In this sense, as Burns noted, self-regard is synonymous with esteem
received from others (Burns,1979:37). Furthermore, in addition to the self as it is,
Rogers pointed to the notion of an idealized image of self which helps the individual tc
adjust to the external world. In particular, he suggested that all persons develop an ego-
ideal as the context for rendering a judgment of one's own importance: "the self-concept
which the individual would most like to possess, upon which he places the highest value
for himself" (Rogers,1959:200). On the basis of this Freudian idea, which was later
elaborated by James, Rogers built his psychoanalytic theory suggesting, in general
terms, that disparity between the person's real self and ideal self is a general indicator of
maladjustment (reported in Katz and Zigler,1969). Also, the writer pointed to the
pernicious effects of the judgments that individuals make on themselves in order to
achieve congruence between real self and ideal self; in Coopersmith's words, usuch
judgments, prevent the individual from accepting himself and therefore cause him
suffering" (Coopersmith, 1967:35).
Considering Rogers' overall contribution, Brissett concluded that his work is probably
most prominent in respect of his notion of viewing congruence of achieved self to self-
ideal as an important indication of one's mental health. Even today, this approach
attracts the interest of many researchers, especially psychiatrists, who apply it as a
therapeutic method for treating their patients (Brissett,1972:256). In the same spirit,
Brooks (1992) asserted that certain definitions are rooted in the assumption that self-
esteem is the difference between our "ideal self" or how we would like to be, and how we
actually see ourselves. If this assumption is correct, then a person's level of self-esteem
can be obtained by correlating the two descriptions of the self-concept and the ideal self
(Block and Thomas,1955). Nevertheless, there are several writers (e.g., Wylie,1974;
Rosenberg,1979), who objected to Rogers' approach to ideal self. In particular, both
Wylie and Rosenberg were critical of those studies which employed self-image disparity
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scores. Thus, for Wylie, one's reported ideal self may simply represent a cultural
stereotype rather than the image to which one truly aspires. As for Rosenberg, he
suggested that a distinction may be found between one's idealized image and one's
"committed" image in that the former is likely to be merely a pleasant fantasy, while the
latter may be the image which we take seriously as an aspiration (Harter,1985). In the
next section certain of the basic ideas of Morris Rosenberg and Stanley Coopersmith are
mentioned, as these represent alternative approaches to investigating the antecedents
of self-esteem.
1.5 Coopersmith's and Rosenberg's Alternative Approaches
As regards the main points of Coopersmith's and Rosenberg's alternative approaches
to investigating self-esteem, these may be summarized as follows.
For Coopersmith (1967), self-esteem is "the evaluation which the individual makes and
customarily maintains with regard to himself: it expresses an attitude of approval or
disapproval, and indicates the extent to which the individual believes himself to be
capable, significant, successful, and worthy" (pp. 4-5). Coopersmith considered self-
esteem to be a complex phenomenon involving self-evaluation, defence reactions and
various manifestations of these processes. Thus, Coopersmith attempted to deal both
with true high self-esteem (persons who actually felt worthy and valuable) and defensive
self-esteem (persons who actually felt unworthy, but cannot admit such threatening
information). Coopersmith divided the conceptualization of self-esteem into two parts:
subjective expression and behavioural expression. By the first he meant the individual's
self-perception and self-description, and by the second, behavioural manifestations of
the individual's self-esteem which are available to outside observers. He focused on
the developing characteristics by which various social phenomena become personally
relevant to the self-evaluation process. In his words:
'The process of self-judgment derives from a subjective judgment of
success, with that appraisal weighted according to the value placed upon
different areas of capacity and performance, measured against a person's
personal goals and standards and filtered through his capacity to defend
himself against presumed or actual occurrences of fallure'
(Coopersmith, 1967:242)
Three major factors were postulated as contributing to the development of self-esteem:
1. Success: it was suggested that for understanding individual appraisals of success, a
person's immediate, affective interpersonal environment is more important than
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general public standards which in this respect have limited utility.
2. Particular values and as p irations through which success is filtered for each individual:
it was suggested that in judging worthiness, personal norms are likely to be less
influential than group norms. In contrast, personal aspirations were viewed as
reflecting personal expectations rather than more general standards or vague secret
hopes.
3. fences (in terms of the individual's manner of responding to devaluation): by this
proposal it was implied that a history of successes is not enough for a "highly
favourable, validated self-attitude" but also an ability is needed to handle the stresses
and strains that all persons necessarily encounter (Coopersmith,1967:242-247).
Furthermore, Coopersmith extended his concern to the importance of the opinion of
others in shaping one person's evaluation of the self. In this perspective, self-esteem is
viewed as the amount of respectful accepting and concerned treatment that an individual
receives from the significant others in life. For children, parents fulfil the role of
significant others. Coopersmith formulated three conditions which seem to differentiate
high and low self-esteem:
(a) Acceptance of children by parents.
(b) Enforcement of clearly defined limits for children by parents.
(c) Respect for individual initiative and latitude within the limits set by the parents.
In particular, it was suggested that parental positive evaluations leave a long lasting
impression on an individual's self-esteem. This pioneering idea of Freud's was phrased
by Jones as follows: "A man who has been the indisputable favourite of his mother keeps
for life the feeling of a conqueror, that confidence of this success that often induces real
success" (Jones,1984:13). As to the issue of the endurance of self-esteem,
Coopersmith's position is that some time preceding middle childhood (i.e., between ten
and twelve years of age) the individual arrives at a general appraisal of his worth, which
remains relatively stable over a period of several years. The roots of this idea are found
in Lecky's theory (reported in Coopersmith,1967:6) suggesting that self-appraisals are
relatively resistant to change as a result of the individual's need for psychological
constancy. However modern writers, such as Rutter (1990), have argued that self-
concepts are not set definitively in early (or even late) childhood, but continue throughout
life to be modified by life experiences.
As far as Rosenberg's (1965,1979) approach to self-esteem is concerned, this is similar
to Coopersmith's, but from a more sociological viewpoint, concentrating especially upon
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the dynamics of the development of a positive self-image during adolescence. He
sought to examine the development of self-evaluative behaviour, in terms of the social
milieu of the adolescent - particularly the characteristics of the family - and then to relate
self-esteem to subsequent forms of social behaviour. He emphasized the effect of the
individuals' social context on their direct experience of insecurity and negative
evaluations, and the importance of the availability of supportive reference groups, in
terms of both family and peer relationships. According to Rosenberg, four major
principles contribute to the formation of self-esteem, namely: (a) social comparison
processes, (b) reflected appraisals, (c) self-perceptions, and (d) psychological centrality
(Rosenberg and Pearlin,1978).
Social com parisons: This principle is based on Festinger's (1954) ideas of social
comparison processes, holding that people have an in-built drive to evaluate their
opinions and abiities and that to the extent that objective non-social means are
unavailable, people evaluate their opinions and abilities by comparison with the
opinions of others. Furthermore, the theory maintains, people compare themselves
with others who are similar to them in certain relevant aspects (Bcissett,1972:258).
The conditions under which one may infer that social comparison occurred or at least
had the opportunity to occur have been specified as follows:
"Social comparison may be said to have occurred when the direct obsetva f/on
of others or in formation about their performance, preferences or experiences
lead to a change in behaviour" (Master, 1971:3 8)
Reflected appraisals: This principle is based on Cooley's idea of the looking-glass self"
which describes the way in which people's impression of their appearance to others
influences their self-evaluation (Cooley,1964). On the basis of this model of thought
Sullivan (1953) developed his theory of "reflected appraisals". This theory holds that
people come to see themselves as they believe others - particularly significant others -
see them; hence, according to reflected appraisals, self-esteem is a product of social
interaction in that people's feelings about themselves are strongly influenced by their
judgments of what others think of them.
ttribution: This principle derives from Bern's behaviouristic view that "we come to
know ourselves not by introspection but by observation of our overt behaviour" (reported
in Rosenberg and Perlin,1978:65). In this view, we learn about ourselves in the same
way that others learn about us, that is, by observing and interpreting our own behaviour
and its outcomes.
Psycholociical centrality: This final principle is concerned with self-values which are
heavily influenced by the value system of a society, and by the system of social rewards
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and punishments; this means that the positive or negative attitude of a person towards
the self depends on whether the person possesses certain of those qualities which
society pushes into the center of concern, or others which are relegated to the periphery
(Rosenberg, 1979:76).
1.6 The Sociological Position
Before closing this chapter, a more sociological approach is attempted on the basis
of Brissett's (1972) relevant analysis of the concept of self-esteem. According to this
analysis, self-esteem comprises two basic and distinct psychological processes: the
process of self-evaluation and the process of self-worth. Although these processes
at times complement and enrich each other, in the writer's view they often are in
contradiction.
With respect to self-evaluation, this is described as the process of making a conscious
judgment regarding the social importance of significance of one's self. Three different
reference points are identified in this process:
(a) an idealized image of oneself,
(b) the objective social value of one's identity, or identities, and
(c) the objective social value of one's performances in that identity.
As regards the idealized image of self, this involves the process of comparing who one
is, or what one is doing to some picture of the self one would like to have. This position
is based on James' principle suggesting that the closer the correspondence the greater
one's self-esteem is. Nevertheless, the use of an idealized image of self for rendering
a judgment for one's importance may have serious implications for the individual,
particularly if one is not in a position to live up to the standards which one has acquired
early in life. Hence, in the event that one fails to attain one's ideals, one may be blamed
by society for having unr.ealistic, unreal or otherwise "abnormal" expectations. One will
then have to adjust oneself to the "obstinate and 'real' social structure" in order to be
able to gain or regain self-esteem (Brissett,1972:257). The second point of reference,
i.e., the objective social value of one's identity, involves some internalization of the
"societal judgments" which tend to become an important influence over one's present
and future behaviour. This process of self-evaluation is based on the principle of the
symbolic interactionist approach stating that "one views himself as others view him"
(ibid.). Hence, self-esteem is determined by the value that one ascribes to the collective
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category of which is a member. In the event that problems arise, one will have to
change not one's ideals, as with the idealized image described above, but one's location
in ongoing social relations; again, the key factor is re-socialization. As to the third point
of reference, i.e., the objective social value of one's performance, this has to do with
one's successes or failures in role-identity performances. Here, the quality of one's
identities are not important; what matters is how satisfactorily one feels that the practical
obligations, duties and situations of one's life are handled. Concluding, Brissett pointed
out that self-esteem which is based on any one of the above reference points to the
concept of self-evaluation, underscores the potency of society and the relevant
impotence of the individual. As a result, "if an individual wants to evaluate himself
highly, he must (and can only) do it by adjusting himself to the roles provided him"
(Brissett,1 972:259).
The second basic process on which self-esteem is grounded, for Brissett, is self-worth,
that is, one's sense of personal worth. This process involves an ideal of mastery, a
sense of executive control that a person has over his behaviour. For Smith, the notion
of self-worth implies the state in which, "the self is perceived as causally important, as
effective in the world - which is to a major extent a world of other people - as likely to be
able to bring about desired effects and as accepting responsibility when effects do not
correspond to desire" (Smith,1968:281). Referring to the process by which self-worth
develops, Brissett considered that this evolves in the human being through interaction
with the socio-personal environment. The writer also identified a sense of security in its
initial form as the incipient feeling of self-worth and, finally, he viewed self-worth as
a protective agent against anxiety. This idea, as already mentioned, was expressed
initially by Sullivan (1953), suggesting that avoidance of anxiety is associated with the
earliest and most rudimentary experience of self-worth. Furthermore, Brissett considered
the ability of the child to act in accordance with the expectations of significant others
as the basis for the initial feeling of self-worth. This action involves the fundamental
social-psychological processes of role-taking and role-playing.
As regards the complex process by which self-worth is attained and maintained, Brissett
suggested that initially the child attains only a primitive sense of self-worth through
the general act of coming to terms with the social world. Gradually, as the self becomes
aware of oneself, this sense grows. The complexity of the process lies in the fact that,
"social development places man in the uniquely human position of often having to take
his own self into account when acting" (Brissett,1972:260). Thus, with social maturation,
the social adjustment becomes more subtle, as now one has to act not only in
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accordance with the expectations of others, but also in terms of one's expectations
about oneself. When these two sets of expectations are compatible or congruent,
the individual is said to have two reinforcing sources of self-worth. However, in modern
societies, these sets of expectations most often are not compatible, in which case the
latter are more salient. Concluding, Brissett emphasized that a sense of self-worth is
possible only in so far as this is based on the behaviour of a socially mature human
being who can make his behaviour consistent with his assumption about himself.
Several other theorists (e.g., Silverberg,1963; Brissett,1972; Franks and Marolla,1976;
Gecas and Schwalbe,1983) conceived the concept of self-esteem in a similar way to
Brissett, expressing feelings of dissatisfaction with a model of self-esteem which
emphasizes the approval of others as its only source. In contrast, these writers
suggested a multidimensional approach in which the emphasis is on both the active
as well as reflexive sources of self-esteem. In the "active" sources are included UinneIJI
dimensions of self-esteem, such as failure in one's actions, whereas in the reflexive
sources are included "outer" dimensions of self-esteem, such as decline in the esteem
of others. This idea is expressed most concisely in White's (1963) quote from
Silverberg:
"Throughout life self-esteem has two sources: an inner source, the degree
of effectiveness of one's own aggression; and an external source, the
opinions of others about oneself. Both are important, but the former is
the steadier and more dependable one; the latter is always more uncertain.
Unhappy and insecure is the man who, lacking an adequate inner source
for self-esteem, must depend for this almost wholly upon external sources".
(Silverberg, 1962: 29)
Brissett (1972) approached the issue of "inner" and "outer" self-esteem, but from a more
sociological standpoint than White. He considered inner self-esteem "intrinsic" because
it is built up in social relationships and situations which are felt by the individual as his,
by virtue of his interaction in them. In contrast, outer self-esteem is "extrinsic" because
the individual feels that the activity in which he is engaging is actually not his, but rather
his role's. As a result, through fear of social disapproval, people in the latter condition
do not commit themselves to the achievement of their intentions, but rather try to appear
in the eyes of others as if they have been able to meet their own and others' aspirations
for them. The reward for such an attitude may be self-esteem; however, the writer
concluded, these people may never be satisfied because the outer sources which
they have used to confirm their value, albeit serving them as the contexts for their
self-evaluations, have deprived them of the unique feeling of self-worth, "the firmly felt
self built up through inner self-esteem" (reported in Franks and Marolla,1976:339).
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Maslow was one of the first to identify the danger of basing one's self-esteem needs
on the opinion of others (reported in Hzelle and Ziegler,1981). He divided the person's
needs for "inner" and "outer" self-esteem into two subsidiary sets, namely:
1. Self-respect which derives from feelings of competence, confidence, personal
strength, adequacy, achievement, independence and freedom.
2. Respect from others, which derives from prestige, recognition, acceptance, attention,
status, fame, reputation and appreciation.
From these, Maslow chose self-esteem that is based on real ability, achievement and
adequacy, as he viewed that self-esteem can be solid only if it is founded on one's actual
worth, not on external factors outside one's control (ibid., p.371-373).
Finally, Franks and Marolla (1976) put special emphasis on the person's capability to
influence his environment through inner self-esteem which is based on efficacious
action, rather than outer self-esteem which is based on the opinions of others. In their
words "one's sense of 'inner' self-esteem derives from the experience of self as an active
agent of making things actually happen and realizing one's intents in an impartial world"
(Franks and Marolla,1976:326). Furthermore, these writers maintained that the feelings
implied in the concept of inner self-esteem, namely, capacity, competence and potency,
produce feedback in the person, in terms of the consequences of the person's actions
upon his environment. However, in the absence of such feedback from his actions, the
person instigates it "through actions that correctly meet the impersonal requirements of
the situation." Thus, "inner" self-esteem is not given but is earned through one's -
competent actions; on the contrary, Franks and Marolla concluded, "outer" self-esteem is
bestowed by others, in the sense that the individual's self-esteem is dependent upon the
approval or acceptance of particular persons.
In conclusion, the sociological literature has been criticized by Gecas and Schwa!be
(1983) for having underlined the looking-glass self as the sole mechanism in the
development of self-esteem. In particular, they considered that the "reflected appraisals"
have led to an overly passive and conformist view of human beings; they argued that in
the looking-glass self the locus of content or substance from which we construct our self-
concepts is confined to an external source (e.g. the opinions of others, imagined or real)
while in fact this position is only part of the picture of how self-evaluations develop, as
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".... human beings derive a sense of self not only from the reflected
appraisals of others, but also from the consequences and products of
behaviour that are attributed to the self as an agent in the environment".
(Gecas and Schwa/be, 1983:79)
According to Gecas and Schwalbe, this idea derives fairly directly from the philosophical
tradition of the symbolic interactionist approach of sociology (including James, Cooley,
and Mead) who strongly advocate "an active and creative vision of man" (ibid., p.78).
Consequently, it appears to be ironic that "the active, creative self which has been the
hallmark of the symbolic interactionist view of the individual (to be) a necessary counter
to the passive image implicit in the looking-glass self" (ibid., p.86). Thus, Gecas and
Schwalbe provided an important corrective to the looking-glass self, namely the idea of
self-evaluation as based on efficacious action. The idea is founded on the assumption
that self-knowledge emerges from the consequences of one's actions upon the material
and social world; hence, these actions, as soon as they have achieved their desired
ends, are deemed by the actor to be efficacious and, as a result, they acquire the power
to induce self-esteem. Harter (1997) also underscored certain liabilities associated with
the construction of self so highly dependent on social interaction, in particular, she
emphasized the potential for constructing a false self that does not mirror one's
authenticity. This means that one may incorporate opinions of others toward the self
which do not correspond to events as experienced. In turn, the need for approval from
significant others "may alternatively lead to suppression of authentic opinions or
behaviours and the display of what others need to observe or want to hear"
(Harter, 1997:82).	 -
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CHAPTER II.
Empirical Research
From the preceding review of the theoretical approaches to the origins of self-esteem
it appears that the sense of esteem towards the self is the product of interaction
between, on the one hand, the constitutional, innate characteristics of the individual
and, on the other hand, external influences which affect and, in a way, shape these
characteristics. The relevant findings from previous research can be classified under
the following headings:
• Social and demographic variables.
• Personal characteristics in the child.
• Variables in the family context.
• Variables in the school context.
• Variables related to specific adverse conditions.
Following the above classification, this chapter is divided into five sections reviewing
relevant research findings. A sixth section refers to the moderating function of self-
esteem in making some children resistant to adverse conditions that some times
children encounter in their lives. At the end of the chapter a summary of the findings
reviewed is provided.
2.1 Social and Demographic Variables
Research on psychological and social issues has customarily used as control
variables certain social and demographic factors. Among such factors, socio-
economic status, age, and gender have most often been used to investigate the
correlates of self-esteem in childhood, as the relevant findings point in the direction of
such a relationship. A brief review of these findings is attempted below.
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2.1.1 Socioeconomic Status and Self-Esteem
Research on the relationship between social class and the individual's personal
feelings of worth has been neglected for years. A plausible explanation for the
paucity of relevant data may be the influence of the Jamesian theory on researchers
(Rosenberg and Pearlin, 1978). It is recalled that this theory suggests that self-esteem
may derive from one's superiority as to the wealth one possesses compared to others.
Hence, investigators may have thought that "it would be pointless to establish a
conclusion too obvious to require confirmation" (1978:53). Nonetheless, data from
one study conducted among school children from Baltimore City and adults from
Chicago contradicted this position, in respect of social class (Rosenberg and
Pearlin,1978). In particular, it showed virtually no association between social class•
and self-esteem for younger children, a modest association for adolescents, and a
moderate association for adults. From a sociological standpoint, it was concluded that
the fundamental meaning of social class differs for children and adults. These results
were interpreted on the basis of the theoretical ideas reflected in the four principles,
as described in the preceding chapter of the present study. Following this
interpretation, there are certain young age specific characteristics which protect
children from lower social classes from perceiving themselves as inferior compared
to their classmates who come from a higher socioeconomic status family than theirs.
In sum, these principles suggest that the significance of self-esteem depends: a) on
the interpersonal context in which it is embedded, and b) on the different
interpretations that are assigned to the same facts by members of different age
groups (Rosenberg and Pearlin,1978:63-73).
2.1.2 Age and Self-Esteem
The relationship between age and self-esteem has been the concern of a number
of researchers who arrived at controversial conclusions. For example, Wylie (1979)
concluded that the majority of the studies she reviewed investigating overall self-
regard as a function of age failed to show any association (1979:21). McCarthy and
Hoge (1982) argued that Wylie's conclusion was misleading because she drew her
data from cross-sectional studies, and suggested that investigation of the self-esteem
by age correlation needs longitudinal studies. The available evidence indicates that
self-esteem begins to decline at age 11 and reaches its low point between the ages
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of 12 and 13. This decline derives from the fact that, at that age, children are pushed
into new social and academic environments before they are psychologically equipped
to meet the new environments' demands (Simmons,1987; Simmons et al.,1987). For
example, Simmons and colleagues (1973) found that 12-year-olds in Baltimore who
were beginning junior high school had lower self-esteem than their age peers who
were still in elementary school. Similarly, the seventh graders in Milwaukee tended to
have lowered self-esteem if they had experienced multiple changes in life - especially
girls who had changed schools, experienced puberty, and begun to date (Simmons et
aL,1979). In short, changes in the social environment appear to prevent the operation
of psychological processes that, presumably, bolster self-esteem (McCarthy and
Hoge, 1982:372-373).
Several reports have demonstrated that self-esteem increases between the ages of
about 13-18 (e.g., Engel,1959; Kaplan,1975; Bachman and O'Malley,1977). Various
interpretations have been suggested for the gradual and systematic improvement in
self-esteem over grades seven to twelve (e.g., Engel,1959; Simmons and
Rosenberg,1975; McCarthy and Hoge,1982; O'Malley and Bachman,1983;
Rosenberg,1986). Among other interpretations, Harter (1990) has summarized
the following:
• Increasing realism about the ideal self, that according to Jamesian analysis, may
reduce the discrepancy between the ideal and actual self-image.
• Gains in individual autonomy and freedom of choice which, over the adolescent
years, may also play a role in enabling the individual to select performance
domains in which he or she is competent.
• Greater opportunity to select those support groups that can provide the necessary
positive regard for promoting or enhancing self-esteem, according to the looking-
glass-self formulation.
• Increasing role-taking ability that may also lead teenagers to behave in more
socially acceptable ways that enhance the evaluation of the self by others.
(Harter,1990:371)
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2.1.3 Gender and Self-Esteem
Gender is of basic importance in the development of self-esteem. The relationship
between gender and overall self-attitudes, may be divided into two main categories:
those which relate to biological factors and those that are entirely attributed to social
or cultural influences (Wylie,1979:249-250). As regards the biological sources of self-
regard in males and females, Wylie suggested that these are rooted in the
assumption of a relative superiority of the male genitals. With maturation, girls realize
their superiority over boys in many other respects, particularly for the women's
biological capacity for becoming pregnant and giving birth.
There is conflicting evidence as to whether girls view themselves less positively than
boys. In comprehensive reviews of the literature, both Maccoby and Jacklin (1974)
and Wylie (1979) reported no significant gender differences in the self-esteem of
youngsters. Ellerman (1980), in examining the likelihood of an association between
social orientation and declining self-esteem in primary school children, found that boys
perceived themselves more favourably than girls. Smith's (1975) data from the
application of the Sear Self-Concept Inventory to upper school pupils revealed a sex
difference in most aspects of the self-concept measured. In particular, boys viewed
themselves more positively than girls on seven out of nine sub-scales, that is: physical
ability, appearance, convergent mental ability, divergent mental ability, social
relations, social virtues, and school performance. On the remaining dimensions,
that is, work habits and happy qualities, boys were slightly but not significantly ahead.
Other writers have also found that in the middle of childhood girls begin to evaluate
themselves less favourably than boys (e.g., Gove and Herb,1974; Simmons and
Rosenberg,1975; Smith,1975; Offer et al.,1977). As a result of the consistency with
which the findings in literature show that boys evaluate themselves more positively
than girls, some writers attempted to find out whether the lower self-esteem of girls
derives from actual inferiority of the female gender or, rather, from social and cultural
influences. For example, Burns suggested that from late primary school age onwards,
young girls are attuned to the idea that the feminine stereotypic characteristics of the
self are less valued than those of the masculine model. Before that age the self-
esteem of both girls and boys derives from the umastery of age-appropriate skills"
(1979:195). With the onset of puberty and through adolescence, girls gradually shift
their source of esteem to other than that of their male counterparts.
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Nevertheless, those girls whose behaviour does not correspond to their gender-
specific characteristics or who persist in identifying with both the feminine
stereotypical model and the achievement model, experience role-conflict and lowering
of their self-esteem (e.g., Fein et al.,1975; Toler et aL,1976). For Harper and
Marshall, the reasons for the decline of self-esteem in middle adolescence among
girls lies in the fact that at this stage girls search for identity "by progressively adopting
the mature female role" (1991:806). In doing so, girls may become confused and
experience conflict as a result of inconsistent expectations of others about their
behaviour. It was assumed that movement toward adoption of the maturing male role
of boys involves less conflict, probably because it persistently relates to achievement.
The attributes which usually are expected to be found in girls are: sociability,
dependence, sensitivity, and tolerance, while boys are expected to be confident,
assertive, and dominant (ibid.). As to the attitudes of the Greek society towards
girls, Tanos (1985) data from his research on the evaluative system of self-esteem
among Athenian adolescents have shown that either the environment judged girls
more harshly than boys, or girls experienced the attitudes of others towards them
more negatively. The following attributes are valued as Greek girls' accomplishments:
virtue, compliance with familial principles, moderate ambitions, rather restrained
behaviour and submission, whereas the boys are praised for being autonomous,
creative and sometimes aggressive (ibid.).
Prescott challenged the assumption that female esteem is generally lower than male
esteem; she considered that the significant sex difference on the Frank-Marolla
Semantic Differential Measure of Self-Esteem which was found in her study of sixth
to eighth grade students was more likely to show that girls' self-esteem is
fundamentally different from boys' esteem. In particular, she postulated that girls
derive their sense of esteem from sources socially and externally oriented and
dependent on the love and appraisal of significant others, whereas boys are
encouraged to obtain esteem from within self as a result of active achievement of their
goals, irrespective of significant others (1978:82). Further, Prescott attributed the
association of sex and self-esteem, to different conditions of sociaUzation which
eventually lead to development of various gender-specific self-concepts and feelings
of esteem. Finally, Prescott pointed out that despite the women's liberation movement
and the rhetoric of social change, in reality little has changed, and the traits described
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by Parsons in the 1940's and Brim in the 1950's as instrumental (males) and
expressive (females), still persisted in the 1970's. In the present writer's view, even
after the lapse of another twenty years, a spectacular discrimination between the
sexes still persists in the 1990's, and women continue to regard themselves less
positively than men.
2.2 Personal Characteristics of the Child
A number of theorists assume that self-perception evolves from how one interprets
and responds to others' perceptions of one's self (e.g., Coopersmith,1967; Erikson,
1968; Gergen,1971). On the basis of this assumption, a great deal of research has
been devoted to investigating the relationship between physical attributes, such as
physical attractiveness and physical effectiveness, and levels of self-esteem
(Thornton and Ryckman,1991). The issue takes on additional importance in the early
years of adolescence, since at that age multiple changes occur which are coupled
with increasing concern of children about themselves and the opinion of others
(Erikson,1967). In this section the focus is on empirical evidence indicating a
relationship between children's individual qualities, such as physical attractiveness
and physical effectiveness, and children's self-attitudes. Also the possibility of an
inter-correlation between these qualities and environmental influences is discussed.
2.2.1 Physical Individuality and Self-Esteem
A person's physical make-up is fundamental in the development of body-image, which
is the perspective a person has of himself as a physical being. Bodily feelings and
body image become the core of the self-concept as early as the first years of life.
Initially children think of themselves in terms of appearance and activities, whereas
between the ages of five and nine they include their sex as an element of self-
definition (Bannister and Agnew,1976). During adolescence the emphasis is primarily
on the physical qualities of the individual. As a possible source for these body-image
attitudes, the rapid physical and psychological changes which adolescents undergo
during puberty have often been put forward (e.g., Blyth et al.,1985; Rauste-van
Wright,1989). These changes have also been suggested as accounting for the
individual's overall self-perception (e.g., Tobin-Richards et al.,1983). Furthermore,
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a positive relationship between satisfaction with physical attractiveness and self-
esteem has been reported (e.g., Kenealy et al.,1991) for 11- and 12-year old boys
and girls. It is unclear, however, whether positive body-image caused high self-
esteem or vice versa. Blyth and colleagues (1985), studying a sample of sixth-grade
girls, found that early maturing girls did not rate themselves as less attractive and did
not have a lower self-esteem than later maturing girls. In a group of children between
11 and 18 years, Rauste-von Wright (1989) found that body-image satisfaction of
boys was higher than that of girls at all ages. It is worth mentioning, however, that this
study only yielded significant relationships between self-esteem and body-image
satisfaction for 11- and 13-year-old girls. Other writers, such as Folk and colleagues
(1993), have argued that the link between self-concept and body satisfaction is not
contingent on pubertal development, but rather results from the social importance
assigned to the "perfect body" (p.552). As to the specific aspects of the body which
contribute most in determining the self-concept, the data from a study among
adolescents (Mahoney and Finch, 1976) have revealed a clear priority for facial
features and major body characteristics. In particular, it was found that for boys,
voice, chest and facial features explained most of the variance of self-esteem,
whereas for girls, overall physical attractiveness accounted for most of the variance.
For Burns (1979), the association between physical appearance and self-esteem is
attributable to a tendency of people to form an ideal physical image. According to
Mahoney and Finch (1976), this tendency is based on learnt cultural norms and
stereotypes. Hence, people are more likely to manifest high self-esteem as well as
feel positive about their appearance if there is a close match between the existing
body image and the ideal they hold (reported in Burns,1979:156). In explaining the
association between physical individuality and self-esteem, Lerner (1982) postulated
that the feedback which children and adolescents receive is determined largely by the
"beauty is the best" stereotype which exists in society (p.356). As a result, children' s
and adolescents' personal (e.g., self-esteem) and social (e.g., popularity,
interpersonal aggression) development depends on socially constructed feedback that
is based on their physical individuality. In this respect, the findings from a relevant
study indicated that by bringing different characteristics to a situation, a child may
influence how others react to, and provide feedback to, him or her; this feedback, in
turn, links to different developments in the child (Lerner,1982:357).
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Thornton and Ryckman (1991) found a positive association between interpersonal
attraction (e.g., popularity) and self-esteem among adolescents; in particular, that
attractive individuals have more favourable expectations regarding social interaction.
The opposite occurs when one's body is disliked because of deviation from norms for
function or appearance. The usual correlates then are anxiety, insecurity and low
self-esteem (Jourard,1964). For instance, overweight children have been reported to
have significant psychological and social distress, including depression and low self-
esteem (e.g., Mendelson and White,1982; Newman,1983). However, Kaplan and
Wadden (1986) expressed doubts as to the credibility of these results, as the samples
used in such studies might have not been representative of obese children, or the
findings obtained among obese white, middle-class children could not necessarily be
generalized to overweight children of other ethnic or socioeconomic backgrounds.
Hence, contradictory results may arise, thus confirming Wylie's more general
observation about the deficiencies in self-esteem research.
In addition to the physical attractiveness of the individual, certain theorists such as
Allport (1965) have emphasized the importance of physical effectiveness in facilitating
not only cognitive and intellectual development, but also psychological well-being.
The notion of physical effectiveness was elaborated extensively by early theorists,
such as Piaget (1952) and White (1959), and later by Bandura (1981) who saw its
beginning as a sense of physical efficacy emerging out of the infant's attempt to
explore and manipulate its environment. This sense of self-reliance continues to
develop throughout life in a process involving the acquisition of experience through
personal agency (Thornton and Ryckman,1991:86). According to Back and Gergen
(reported in Thornton and Ryckman,1991), the difference between physical
attractiveness and physical effectiveness lies in the fact that,
SI although attractiveness may have periods in which it becomes more or
less important to the self-esteem, physical effectiveness may not be so
dependent upbn specific periods of importance and instead contributes
to the self-concept across the life span' (199 1:95)
Thornton and Ryckman, in adopting White's position, reasoned that the influence of
physical attractiveness on self-esteem depends, to a great extent, upon its role as an
interpersonal stimulus variable, whereas physical effectiveness in addition to having
an interpersonal stimulus variable can also be self-reinforcing. This property enables
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physical effectiveness to contribute to self-esteem independently of any interpersonal
context (reported in Thornton and Ryckman,1991).
The results from previous research have indicated a tendency for attractiveness and
effectiveness to be differentially important to the self-esteem of boys and girls (e.g.,
Erickson,1968; McCandless,1970). In summarizing this view, Lerner writes:
"The adolescent female's (self-concept) should relate more to her attitudes
about her body as a physically attractive interpersonal stimulus, than to her
attitudes about her body as an instrument of individual effectiveness.
Conversely, the adolescent male's self-concept should be more highly related
to physical effectiveness attitudes than to physical attractiveness attitudes".
(Lerneret al., 1976:314)
Results from the relevant study of Thornton and Ryckman (1991) have contradicted
this position, indicating that both of these attributes were significantly related to the
self-esteem of boys and girls. In particular, they indicated that girls consistently had
a directionally stronger relationship between attractiveness and esteem than boys but
not significantly so. As far as the relationship between physical effectiveness and
esteem was concerned, this also was often stronger for girls. The writers argued that
physical attractiveness has not become less important, but rather that physical
effectiveness became more important for girls compared to the boys. The
discrepancy between this finding and results from earlier research was ascribed to
changes occurring in sex-role expectations and socialization. In accordance with
this interpretation, adolescent girls receive dual and often conflicting messages as
to what role is expected of them; as a result, they strive to live up to the standards
of both an attractive and effective individual. Such dual pressures for boys are
much less prevalent (Thornton and Ryckman,1991:95).
2.2.2 Environmental Influences and Self-Esteem
Finally, several writers (e.g., Lerner,1982,1983; Prior,1992) have focused on the
social environment's contribution to the development of self-esteem. Explanation
of the association between the two variables has been attempted through certain
theoretical statements on the development and maintenance of the self-concept.
In particular, model theory and mirror theory, in the words of Rogers and colleagues,
"emphasize the interplay between the environment and the individual" (1 978:50).
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More specifically, Festinger's theory of social comparison suggests that "the process
by which the individual develops and maintains self-regard is critically dependent on
the social group in which the individual resides" (reported in Rogers et aL,1978:51).
This process, according to Lerner (1982) involves:
• The characteristics of the physical (e.g., sex, body type, or facial attractiveness)
and/or behavioural (e.g., temperamental) individuality of children.
• The different reactions of the socializing others as a consequence of these
characteristics.
• The demands placed on children by virtue of the social and physical components.
• The differential meeting of these demands that determines the feedback that
children get from the socializing setting.
Lerner (1983) investigated how a child's characteristics of individuality interact with
environmental influences. She explored the temperamental repertoires among early
adolescent high school children and the demands placed on them in two dimensions
of their school context: the demands of the teacher and of the classroom peer group
in regard to temperament. In addition, several indices of personal and social
adaptation, such as grade-point average, peer relations and self-esteem, were taken.
Results in this study indicated that children who met peer demands not only had
better peer relations, but also were seen by teachers as more academically adjusted
and capable. Moreover, children who matched the demands of the school context in
regard to temperament had better scores on the measure of general adaptation (self-
esteem) than did mismatched children (1983:359). Further, Thomas and colleagues
considered the magnitude of biological contribution versus environmental influences
to self-esteem formation. They concluded that, "temperament, whilst biological in
origin, has its effects in dynamic interactions with environmental variables, and its
expression is conditioned in observable and significant ways by those variables"
(reported in Prior,1992:250).
Another issue of importance is the association between shared and non-shared
influences. In this respect, McGuire and Neiderhiser (1994) investigated sibling
resemblance for perceived competence and self-worth in 720 adolescent pairs
aged 10 to 18 years. The findings of this research suggest that experiences that
are shared by siblings (e.g., parental education, socioeconomic status, family
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size, family climate) do not contribute markedly to the development of individual
differences in adolescent self-worth and perceived competence. However,
substantial environmental influences were noticed when these were specific to
the individual child. In contrast, significant genetic influence was found for four
dimensions of perceived competence: scholastic, social, physical, and athletic
competence between siblings. The writers concluded that genetic influences have
a preponderance over environmental influences as regards the perception of self-
worth and competence in adolescence. Nevertheless, Lerner (1982) argued that
children learn to modify the way by which they think by means of accumulated
experience through interaction with their social environment. Hence certain factors,
such as parental approval or disapproval of differing temperamental expression in
their children may substantially influence children's predispositions. In the next
section of this chapter two such environmental contexts, the family and school,
will be examined, as being the two most important milieus within which children
and adolescents acquire a sense of self.
2.3 Variab'es in the Family Context
The environment of the family has quite often been identified as the place where most
of the children's cognitive, emotional and social problems develop. As Smets and
Hartup have put it, "to understand the child is to understand the family" (1988:245).
Many writers have emphasized the role of the interactions within the family as
promoting the process of individuation and identity formation. The findings from
various research programs reviewed by Harter led her to conclude that the healthiest
pattern of identity formation is found in interactive styles which give the adolescent
permission to question and be different within a context of support and mutuality.
These findings, in the words of Harter "indicate that identity formation is facilitated
by individuated family relationships characterized by separateness, which gives the
adolescent permission to develop his or her point of view, and connectedness,
which provides a secure base from which to explore options outside the family"
(1990:382-383). Damon and Hart postulated that individuals who fail to acquire
self-identity may stay rooted in self definitions that rely primarily on the standards
and desires of others rather than on their own standards (reported in Harter,
1990). Below some empirical evidence indicating a relationship between family
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influences and self-esteem development in children is presented.
2.3.1 Family Relationships and Self-Esteem
Parental relationships are one aspect of family functioning that has been considered
to be particularly associated with the self-esteem of children. Coopersmith's (1967)
data indicate that tension between parents relates to at least one important index of
poor adjustment in children, namely low self-esteem. Studies that have relied on
children's reports of the parents' relationships have found that the incidence of family
conflict, is likely to be associated with poor adjustment and low self-esteem in children
(e.g., Raschke and Raschke,1979). In contrast, those that rely on parental reports
have failed to show an association between marital adjustment of parents and
personality development of their offspring (e.g., Cooper et al.,1983). However,
according to Rosenberg (1965), conflict between parents and their children rather
than conflict between the parents is more crucial in increasing children's feelings of
worthlessness, that is, lower self-esteem. As to the quality of mother-child
relationships, Coopersmith (1967) found that mothers of preadolescent boys with
high self-esteem tended to enjoy more loving and closer relationship with their sons
than mothers with lower self-esteem sons (Coopersmith,1967).
Research findings appear to be contradictory regarding the impact of parental divorce
on the evaluations that children make of themselves. While the data from the study of
Parish and Wingle (1985) showed that the father's absence subsequent to divorce is
strongly associated with children's relatively negative evaluations of both self and -
parents, other studies failed to find a relationship between self-esteem and parental
divorce. For example, in a study exploring the effects of family structure and parental
discord on the self-esteem of daughters, it was found that parental discord is the
factor that lowers the self-esteem, whereas parental separation per se is not
influential., regardless of whether parents had separated or whether those in the
separated group lived with a single parent or in a reconstructed family (Long,1986).
In addition, in a study which combined both family structure and family conflict to
elucidate the effect of the two phenomena on children (Raschke and Raschke,1979),
it was found that in addition to a relationship between conflict and children's self-
concept, parental happiness correlated with children's positive self-concept. This
applied for intact as well as single parent and other family structures. Similarly,
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Cooper's findings indicated that the crucial variable influencing children's self-esteem
was perception of the quality of family life, whereas family structure alone, that is, the
presence of one or two parents, did not have the greatest effect (1983:157).
2.3.2 Family Functioning and Self-Esteem
Cohesion and adaptability are among the variables that researchers often use to
examine the quality of family functioning. This preference over other variables is
mainly due to the relevance of these dimensions to a variety of conditions. For
example, in a study exploring the relationship between family systems and
symptomatology among children, children's behavioural problems and feelings of self-
worth were assessed and considered in relation to family cohesion and adaptability
(Smets and Hartup,1988). "Cohesion" in this study referred to the connectedness of
relationships within the family or the extent to which family members were bonded to
one another. "Adaptability" meant the capacity of the family system to change its
power structure, role relations, and rules in response to situational and developmental
stress. Generally, the conditions which most investigators regard as promoting good
psychological functioning in children are found in family systems characterized by
moderate cohesiveness and flexible relationships. Better functioning and fewer
behaviour problems are expected in family systems characterized by moderate
adaptability )
 since social competence is an indicator of effective accommodation to
change. Results from this study provided evidence that children's self-esteem and
self-efficacy are tied to the family systems, thus confirming the assumption that self-
esteem in children is "a significant source of variance relating to both systems and
symptoms" (Smets and Hartup,1988:245). Further importance has been assigned to
the relation between family dynamics and the developmental process. Among other
important findings it has been reported that ego development of early adolescents
correlates with family iiariables such as:
• Trust, cohesion and flexibility (Adams,1985).
• Interpersonal skills (Bell and Bell,1982).
• Satisfaction with perceived cohesion and adaptability
(Bakken and Romig,1989).
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Nevertheless, Smets and Hartup (1988) have argued that the correlational nature of
these results should be interpreted with caution, as it is more likely that a reciprocal
model accounts for low self-esteem and relevant behavioural manifestations within
families. For example, while chaotic and inflexible family conditions may lower the
self-esteem of the child, family effectiveness may also be reduced as a result of the
"defensive tactics" used by children with low self-feelings of self-worth. Similarly,
parental activities within the home which bring parents and children together may
relate to children's self-esteem in reciprocal ways which make empirical evaluation of
the relationship difficult (Yabiku et al.,1999:1495). As a result, it has been concluded,
influences in a family may be bi-directional among all members, in the sense that
each member's behaviour is contributing to and constraining ongoing family
interactions (Bell,1983:245).
2.3.3 Child-Rearing Practices and Self-Esteem
A further field of special interest for researchers is the relationship between parental
behaviours and children's self-esteem (e.g., Gecas and Shwalbe,1986), and between
child-rearing practices and the development of various psychosocial conditions in
children (e.g., Kawash,1982). In particular, in a structural analysis of self-esteem,
Kawash identified a pattern of relationships among anxiety, extroversion and self-
esteem. Although the order in which these variables relate to each other is not clear,
there is considerable evidence that these are the observable results of parental
behaviours. The above position is based on Roe's (1957) theory, suggesting that
children are motivated to interact with people in anticipation of similar experiences
they had with their loving parents. The findings of Siegelman (1965) have shown that
extroverted students reported more loving mothers and fathers. The likelihood that
parental practices relthte to anxiety in childhood has been confirmed by Sarason's and
colleagues (1960) findings in their classic study of anxiety among school children.
Among their observations it was indicated that mothers of anxious children were
uncertain about their own abilities. These mothers tended to evaluate their children's
behaviour more in terms of their own perceptions of the standards and values of
others than on the actual capabilities of age-appropriate needs of children. Such
maternal behaviours, especially when children perceived them as judgment of their
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adequacy in an area important for them, such as school performance, were likely to
lead to a derogation of the self-worth. Similarly, Rosenberg underlined the adverse
influence of mothers who force their offspring to come up to their own expectations
(e.g., by asking the child to perform in public, or show off in front of company). He
considered that, as a result of such practices, doubts and feelings of inadequacy may
be instilled to the child, or, even worse, a shaky, even low, self-esteem may develop
(1965:292).
Furthermore, the potential association between parental disciplinary practices and
self-esteem was studied. For example Coopersmith (1967), in considering the
characteristics of mothers of high self-esteem sons, found that the type rather than
the frequency of punishment was related to the level of self-esteem
in children. Mothers of high self-esteem sons were judged to be more careful and
consistent in their enforcement of rules than were mothers of boys with lower level
of self-esteem. They were more likely to see their punishment as effective, and their
Sons were more likely to see their punishment as deserved. Mothers of high self-
esteem sons were rated as being more democratic in their child-rearing practices
(ibid.). In keeping with the above findings, authoritarian parenting has been
characterized "by firmly enforced rules and edicts decided by parents, without
acceptance of children's demands and without bargaining or discussion (Rutter
and Cox,1985:65). Research findings show that this pattern of parenting tends
to be associated with low self-esteem (Coopersmith,1967; Loeb et al.,1980).
Finally, the association between psychological disfunction of children and history of
some form of mental disorder in children's parents was examined. The findings in this
respect appear to contradict one another. For example, Zahn-Waxler and colleagues
(1990) reported that children of depressed mothers exhibited a pattern of guilt that
differed in some important ways from that found in children of well mothers. On the
other hand, Fendrich and colleagues (1990) argued that family risk factors and
parental psychopathology contribute very little to children's psychological disfunction;
whereas Kawash (1982), analyzing the structure of self-esteem from preadolescence
through young adulthood, concluded that "the observable interrelations between
anxiety and extroversion variables on the one hand and self-esteem on the other
emerge on the basis of common parental practices" (Kawash.1982:310). The issue
presents great interest and calls for further psychiatric research.
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2.3.4 Parental Support and Self-Esteem
Yet another issue which deserves special reference is the link between self-esteem
and parental supportive behaviour. Among the many different labels which are
encountered in literature to denote the concept, Rollins and Thomas (1979) have
chosen "support" and defined it as parental behaviour that confirms in the child's mind
that he or she is basically accepted and approved as a person by the parent. The
concept has usually been described as unidimensional although it comprises a
variety of separate parental behaviours, such as praising, approving, encouraging,
helping, cooperating, expressing terms of endearment, and physical affection (e.g.,
Barber and Thomas,1986:783). Felson and Zielinski (1989) reported that in many
cross-sectional studies a strong and persistent positive relationship was found
between parental support and self-esteem (e.g., Sears,1970; Gecas,1971,1972;
Openshaw et al.,1984). In particular, self-esteem has been found to correlate with
parental supportive reactions, such as involvement, positive reinforcement and
acceptance (Harter,1983), the setting of firm, realistic limits (Coopersmith,1967),
and parental attention and concern (Rosenberg,1965).
Certain writers expressed different views as to the manner by which parental support
and children's self-esteem relate to each other. For example, in analyzing the
consequences of parental support on children's self-esteem, Barber and Thomas
found that self-esteem may be antecedent to parental support rather than the reverse.
Thus, parents express more supportive behaviour to a child who exhibits socially
valued behaviours, such as conformity, academic achievement and high self-esteem
(Barber and Thomas,1986:793). Other writers, such as Zigler and colleagues
(reported in Felson and Zielinski,1989) underscored the active role of children in
evoking favourable reactions from others and not remaining the passive recipients
of environmental influences (1989:727). Thus, children who do well in school, or who
are well behaved, are likely to have more positive feelings about themselves and,
consequently, receive better treatment from parents. Conversely, children with low
self-esteem may perform poorly, thus eliciting directive parental responses, or even
worse, they may become withdrawn thus provoking low parental warmth and
involvement (Loeb et al.,1980:214).
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2.4 Variables in the School Context
School has been described as "a microcosm of society" (Eisenberg,1981:711) and
as the context within which children are socialized into the behaviour styles which
society expects from its members. Apart from the acquisition of prescribed academic
knowledge, the school provides "the prototype for human transactions" through
relationships between teacher and student and among peers (ibid.). This section
provides some data on how such transactions may influence pupils' levels of self-
esteem.
2.4.1 The Teacher and the Pupils' Self-Esteem
The elementary school teacher has been described as having considerable effect on
how pupils perceive themselves, academic performance and behaviour (Burns,t979).
This effect has been viewed as the outcome of a continuous interaction beeen
teacher and pupils in which the perceptions and expectations of the former towards
the latter "fuel" pupils' self-regard (e.g., Burns,1979; Rosenthal and Jacobson,1986).
Teachers need to communicate positive feelings to their students, so that they can
strengthen students' self-appraisals and stimulate their growth, academically as well
as inter-personally (Davidson and Lang,1960:112). Besides, the teacher has a
significant impact on a student's level of aspiration and performance (e.g., Pedersen,
1966; Zahran,1967). For example, Davidson and Lang (1960) have shown that
children's self-perceptions correlate positively with how children conceptualize
themselves. The more favourably children perceived themselves, the better their
academic achievement was, and the more acceptable their classroom behaviour was
as rated by their teacher. Palfrey (1973) suggested, than in addition to the teachers,
the head teacher's highly subjective evaluation of both pupils and staff serves to
enhance or diminish children's self evaluations, thus contributing to the self-image
of the pupils in their charge.
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2.4.2 Academic Achievement and Self-Esteem
Numerous studies convey the same message about the impact of academic
performance on children's self-esteem, namely that "differences in self-esteem are
associated with differences in academic achievement" (Burns,1979:276). However,
it is not clear how these two factors relate to each other. Bornstedt and Fetson
(1983) explored the effects of three different types of children's achievement:
academics, athletics, and popularity. They found that perceptions of academic and
athletic ability effect self-esteem but not vice versa, and that self-esteem effects
perceptions of popularity but not the reverse (1983:54). The writers concluded that
the key factor determining the direction of the relation between perceptions of
performance and self-esteem is the concreteness or ambiguity of the quality of the
performance. Ellerman (1980) saw academic attainment as an important index of
self-worth. He postulated that children's poor academic achievement may relate to
the negative view that certain children gradually come to hold of themselves as a
result of repeated experience of failure. Other writers such as Thomas (1980)
reported that the correlation between self-concept and attainment was negligible.
This finding supports the notion that despite the fact that self-conception is important,
a positive self-esteem will not by itself guarantee success (Brookover et al.,1964).
There is no evidence for a relationship between higher grade-point averages and self-
esteem (e.g., Turner and Vanderlipp,1958; Mitchell,1959). As to the contribution of
intelligence to self-perception, the available evidence points to a small but positive
correlation between the two variables (e.g., Piers and Harris,1964; Coopersmith,1967;
Hishiki,1969; Simon and Simon,1975). Overall, Wylie (1979) has reported that
although the majority of the studies she reviewed indicated a significant relationship
between academics and self-esteem, the correlation varied in size across many
different aspects of academic performance. Even in studies where the relationship
between academic achievement and self-concept was statistically significant, this
"has low predictive utility in terms of accounting for much of the variability of scores"
(1979:50). The smaller than expected size of significance of the relationship
between grades and overall self-esteem was attributed to the fact that actual grade
performance is probably mediated by one individual's perception of achievement
(Wylie,1979). Finally, Burns pointed to the heavy emphasis on competition and the
pressures applied by teachers and most parents to achieve success, often at the
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expense of the specific needs of each child. Therefore, "teachers must accept
individual differences rather than assume that most pupils can attain the same levels
at the same time" (Burns,1979:293).
2.4.3 Locus of Control and Self-Esteem
For children, academic achievement has been viewed (e.g., Burns,1979) as
particularly connected with a belief in destiny. This implies that children are likely
to achieve a positive regard for themselves if they believe that they, rather than the
teacher or chance, are responsible for the successful outcome of their actions. For
instance, Colleman and his colleagues (1966), in a national survey of almost half a
million youngsters across the United States, found that a pupil's belief in his control
over his destiny was more important to achievement than any other school factors
measured, such as facilities, teachers and curriculum (reported in Burns,1979:293).
This feeling of control is acquired in the course of a long process through which
people develop expectations in relation with their interests, aptitudes, preferences,
and so forth. For Rosenberg (1985), these expectations serve as "self-fulfilling
prophecies". This means that people act in accordance with a system of self-
expectations which is largely dependent upon their internal or external locus of
control (Rosenberg,1985:224).
The link between locus of control and achievement is pertinent to attribution theory,
a promising approach towards understanding the development of self-esteem. This
theory was initially proposed by Bernard Weiner (1974) for examining the reasons
which people attribute to the successes and failures in their lives. It was suggested
that people may attempt to preserve a positive image of themselves through tending
to take personal credit for success and to attribute blame for failure externally (e.g.,
Bradley,1978). Thus, .children with high self-esteem view their success as the
outcome of their own efforts, resources and abilities. In contrast, children whose self-
esteem may have been eroded are inclined to believe that their achievements are
predicated by factors outside their control. Moreover, this theory examines the ways
in which children understand their mistakes and failures. Children with high self-
esteem perceive their mistakes as experiences to learn from rather than feel
frustrated. Conversely, low self-esteem children perceive mistakes as unmodifiable
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conditions, a perception that contributes to a state of helplessness (Brooks,1992:540-
54 1). The relationship between locus of control and self-esteem, according to Weiner
(1985,1986), lies in the fact that there is a tendency for positive outcomes to produce
positive affective responses such as happiness, and for negative outcomes to
produce negative affective responses such as dissatisfaction or frustration. In
amplifying this idea of Weiner's, Brewin (1988) proposed that even greater emotional
differentiation than happiness should be provided by more complex cognitions, such
as the attribution made for the cause of the event (Brewin1988:54). In this respect,
in a study of the link between pride, an emotion related to self-esteem, and the locus
of perceived causation, children as young as six years old were asked to describe an
incident in which they had felt pride (Graham et al.,1984). It was found that the
causes of these events were mainly internal, whereas emotions of shame and guilt
were generated when the events were attributed to external causation.
2.4.4 Peers and Self-Esteem
Peer relationships have been considered to be particularly influential during the
elementary school years, because at this stage a child devotes a large portion of
school and play time to interactions with similarly aged others (e.g., Hartup,1970;
Hetherington and Parke,1975). For Malik and Furman (1993), peers are not only
playmates but also confidants, allies and sources of support in times of stress.
According to Furman (reported in Malik and Furman,1993), the benefits from peer
relationship derive primarily from the quality of friendship, whereas the number of
friends is less important. In this regard, Roff and colleagues (1972) found that the
quality of the child's relationships with peers is a significant factor contributing to the
psychological adjustment of the child. In addition, Schneider-Rosen and Chicchetti
(1984) suggested that, in the absence of good peer relations, there is a greater
tendency for the childio make more belittling social comparisons when evaluating
the self. On the other hand, Kukowski and colleagues (reported in Malik and
Furman,1993) have indicated that the biggest difference in self-esteem is between
children with no friends and those with at least one friend. It was concluded from
these findings that if a child who generally suffers from poor relation with peers is
able to make and maintain a close friendship, this is likely to serve as a "buffer"
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against many of the associated risks and consequences, such as serious adjustment
problems in later life (Asheretal.,1984).
By adolescence, the role of peer friendships becomes even more important in
Western societies, where, for young people, forming and maintaining peer relations
has been a prerequisite for social and psychological adjustment (Savin-Williams and
Berndt,1990:278). Several theorists and researchers have expressed doubts as to
the beneficial effects of close friendships for adolescents' development. For example,
it has been suggested that friendships potentially have desirable as well as
problematic features; hence, peer friendships may
"give rise not only to self-acceptance, trust and rapport, but also to
insecurity, jealousy, and resentment. The fact of the matter is that
children's closest friendships manifest all of the prominent features of
close relationships among adults, including their destructive as well as
their constructive elements" (Rubin, 1980:11)
Peers' contribution to the development of esteem for the self becomes particularly
evident in the process of game playing. James (1993), in attempting to understand
how children contribute to their own process of maturation, concluded that playing
games is a determining factor in developing self-identity. First of aU, "self-confidence
is needed to participate in these very public performances which require overt
demonstration of both physical ability and social skill" (1993:180). Next, expertise
is required as those children whose performances are judged by peers as not
satisfactory, or who fail to participate, not only lose a game, but their overall social
standing may be placed in doubt (James,1993:184). However, knowing the rules of
the game is not enough, as more than this is required for acquiring social status in
the world of children. A child's actions and behaviours need to be approved by the
peer group, in order to be accepted to participate in the group as a member. Thus,
game playing is a function of the jostling for position in hierarchy of esteem, which is
central to much of what children do. Moreover, James saw game playing as a place
where children weigh up the balance of power and prestige, assessing their own
position and skills in relation to others (James,1993:181). Hence, children who are
more skilled performers, impose meaningful transformation on the environment, and
come to dominate a particular game or play, are likely to develop a high self-esteem.
In contrast, children who cannot or do not perform effectively, who find themselves
with unwelcome play identities, and are on the losing side and last in the line, are
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likely to develop a low self-esteem. In the following section, a brief review of the
research on certain counter influences to children's self-esteem is made and the
relevant findings are discussed.
2.5 Specific Adverse Conditions and Self-Esteem
Low self-esteem often accompanies certain adverse situations that potentially impede
the development of a high level of self-esteem in some children. Among such
situations, developmental difficulties and the incidence of child abuse are included.
However, in the current study, difficulties such as these could not be investigated
owing to the limited sample size. Nevertheless, given the fact that these problems
may be the manifestation of some confounding weakness and infirmities causing the
low self-esteem (see Addler,1927), this section reviews some relevant findings. In
addition, some evidence supporting the likelihood of a link between problem
behaviour and low self-esteem in children is presented. Finally, research findings on
the potential association between life events and children's self-esteem are provided.
2.5.1 Developmental Difficulties and Self-Esteem
The term "developmental difficulties" implies a wide range of idiosyncratic innate
characteristics, such as developmental lags and subtle neuro-psychological
impairments. The common denominator of all these is the early onset and biological
nature of the primary problems (Aleksandrowicz and Aleksandrowicz,1987:583). The
impact of developmental difficulties on children's self-esteem is an issue of first priority
for research, as low self-esteem in itself is a frequent and disabling symptom among
children experiencing such difficulties (Aleksandrowicz and Aleksandrowicz,1987).
The available empirical evidence indicates a relationship between developmental
difficulties and self-esteem. For example, a positive correlation was found between
late onset of walking and low levels of self-esteem and between "prowess" and high
self-esteem (Coopersmith,1967:120-122). Physical maturity has been found to be
associated with a desirable body-build, for both sexes, and with greater self-
confidence, independence and sociability. Conversely, late maturity was found to
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correlate with greater self-doubt, social anxiety and a tendency to withdraw from
social situations (McCandless and Coop,1970:86). Related to this, Gordon (1982)
found that short children have significantly more behavioural problems and less self-
esteem. Children's negative self-evaluations did not result simply from a concern
about their physical characteristics, but rather from an increased sense of discomfort
and vulnerability in social situations. In order to examine the relationship between
physical disability and children's self-perceptions, Richardson and colleagues (1964)
obtained self-descriptions from handicapped and non-physically handicapped
children. The results indicated that the ten- and eleven-year olds in the study suffered
most due to lack of social involvement and experience.
The roots of low self-esteem are found in earlier developmental phases and areas
of functioning, hence they are not easily identified at first sight. For example,
low self-esteem has been observed in children with subtle cognitive or perceptual
impairments, whose learning ability was not impaired sufficiently to attract attention.
As a result, the actual level of functioning of these children was greatly
disproportionate to their low self-esteem that made their behaviour inexplicable in
the eyes of adults (Aleksandrowicz and Aleksandrowicz,1987). Hence, investigators
tended to attribute the low self-esteem of children to the possible role of parental
attitudes or even other factors without taking into account alternative explanations
such as developmental deviation. It follows, that there is difficulty in identifying the
direction of causation between low self-esteem and certain specific factors, such as
parental attitudes or developmental deviation. 	 -
2.5.2 Child Abuse and Self-Esteem
Reference should be made to the impact of the abusive treatment which a child
often receives either in the home or school contexts. The term "abusive treatment"
includes a wide range of experiences, such as: lack of attunement to the child's
needs, emphatic failure, lack of validation, threats of harm, coercion, and enforced
compliance (e.g., Bleiberg,1984; Stern,1985; Winnicott,1965). The consequences
from specific kinds of abuse, such as emotional, physical, sexual, or incest, are
equally devastating regardless of the type of abuse,the common denominator being
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a long-lasting impact on self-esteem (Cavaiola and Schiff,1989:327). The concept of
'emotional abuse", according to Garbarino (reported in Krugman and Krugman,1984),
is the "willful destruction or significant impairment of a child's competence" (1984:285).
The detrimental effect of emotional abuse is particularly salient in the school context
as a result of inappropriate behaviour of the teacher towards the child. In order to
investigate the effects of emotional abuse, a study was carried out among third- and
fourth-grade children exhibiting behavioural and personality changes within two
weeks of the beginning of the school year. It was found that children's behaviour
was linked to certain actions of the teacher in the classroom, which were perceived
by the students as threatening their security. After replacement of the teacher the
psychological symptoms manifested in 17 children completely disappeared, whereas
two children required professional psychiatric therapy to assist them with the damage
to their self-esteem (Krugman and Krugman,1984).
The evidence appears to be conflicting in respect to the self-esteem of physically
abused children. Some writers have examined the characteristics discriminating
abused from non-abused children. In a relevant study, abused children had
significantly fewer friends than the comparison children, played with friends less often,
had less ambitious occupational goals, and had a significantly lower self-concept
(Oates et aL,1985). Kazdin and colleagues (1985) reported that abused children
believed they had little control over their environment, an important precondition for
the development of learned helplessness. These writers also examined the
relationship between physical abuse and depressive symptoms among child 	 -
psychiatric in-patients (aged 6 to 13). They found that a history of abuse was related
to depressive symptoms, hopelessness, and diminished self-esteem. However, the
harmful effects of physical abuse appeared to attenuate over time, except for the
persistent difference in self-esteem between abused and non-abused children.
Another study investigated the impact of sexual abuse on self-esteem among 150
physically and sexually abused chemically dependent adolescents. These youngsters
demonstrated significantly lower self-esteem on all sub-scales when analyzed against
either of two comparison groups, namely, a group of non-abused chemically
dependent adolescents and a group of non-abused, non-chemically dependent
adolescents (Cavaiola and Schiff,1989:327). Referring to the psychological
implications of sexual and physical abuse, Harter pointed out that abused children
want to exclude such episodic memories from their awareness. This causes them to
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"split off experiences, relegating them to either a private or inaccessible part of the
self" (Harter, 1997:85).
2.5.3 Problem Behaviour and Self-Esteem
Patterson (1986) has found that "the large set of children who have low self-esteem
probably includes most children who are hyperactive, withdrawn, academic failures,
immature, and of course, antisocial" (1986:139). In addition, children with adjustment
problems are likely to be at greater risk for parental rejection, peer rejection and
academic failure (ibid.). Supportive reactions on the part of peers and parents serve
as prime determinants for children's self-esteem, and successful academic
performances fulfil the child's need for approval from significant others. Failure to
satisfy these needs may have undesirable implications for the child. In McCord's
(1993) words "depression as well as low self-esteem may be a consequence of the
heavy dose of negative feedback they seem to receive" (1 993:424).
A number of writers have been concerned with the function of self-esteem in affecting
adolescents' behaviours. According to Harter, a positive sense of self iscentral in
promoting and maintaining psychological health and successful adaptation. In
contrast, it is assumed that a negative sense of self may produce detrimental
outcomes for mental health such as depressive and suicidal behaviour, where the
individual turns against the self, and delinquent behaviour, where the individual turns
against others or society (Harter,1990:373). For example, research on suicide in
young age has repeatedly indicated that feelings of personal worthlessness and
rejection are central factors (Baumeister,1990:95). Similarly, perceptions of the self
as incapable of living up to other people's demands and expectations have been
deemed to be particularly important determinants in childhood and early adolescence
(Brooksbank,1985). Finally, a study was conducted among matched adolescent
psychiatric in-patients with high school students to examine the likelihood of an
indirect relationship between self-esteem and suicidality. The data indicated that low
self-esteem was closely related to feelings of depression, hopelessness and suicidal
tendencies (Overholser et al.,1995). In view of such adverse consequences as
adolescents becoming depressed or suicidal, Rutter (1997) urged for an early
identification of self-esteem deficits.
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2.5.4 Life Events and Self-Esteem
Little empirical evidence is available about the incidence of adverse life events
experienced by young children or about the relations between acute and chronic
adversities and the self-esteem of young children (Beardsall and Dunn,1992). Only
in the last few years have strong arguments been put forward in the literature about
the association between low self-esteem and disturbance, and between low self-
esteem and recent life events for adolescents (Johnston and Bradlyn,1988), and
adults (Andrews and Brown,1988). In particular, it has been argued that, during the
early childhood years, external events rather than internal events play an especially
important role in affecting children's self-esteem (Leahy,1985). 1n a recent study
about adversities in childhood and their relationship with self-esteem, it was found that
events with negative impact and social adversities are associated with lower
perceived self-competence, irrespective of children's temperamental characteristics
(Beardsall and Dunn,1992). These authors have emphasized the need to clarify the
nature of the links between children's sense of self-esteem or self-worth and the
impact of life events and adversities. They also stressed the need for sorting out the
different categories of life event and the impact of these different kinds of event on
children's personality and adjustment.
For Holmes and Rahe (1967), the key component in making a life event stressful
is its capacity to change an individual's usual activities and not its desirability or
undesirability per Se. Hence, any set of circumstances, the advent of which signifies
or requires change in the individual's ongoing pattern, may be considered as a social
factor causing stress (reported in Rabkin and Struening,1976:1014). Garmezy and
Rutter (1985) contended that events such as those altering the balance of family or
social relationships may be predisposing factors for maladaptation, demanding major
and potentially difficult social adaptation. Other family circumstances predisposing
children to psychological disorder that have been identified include maternal illness
(Garmezy,1981), divorce (Wallerstein,1983), family conflict (Emery,1982), and family
violence (Wolfe et al.,1988).
Garmezy and Rutter (1985), in analyzing the concepts and categories of life events,
supported the concept that different types of stress events are linked with different
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types of affective disorders. Brown and colleagues (1986) expressed the opinion that
the nature of the association between personal dispositions and life events is complex
because a person's attributes, such as self-esteem, may be crucially linked to the
occurrence of stress or psycho-pathological effects. Moreover, these attributes may
then be related to mediating variables such as support from close social ties (Brown et
al.,1986:53). For example, Thompson found that low self-esteem may predispose to
the onset of depression if a life event involving loss occurs (reported in Palazzi et
al.,1990). On the other hand, high self-esteem may be protective in the face of such
stress. For Brown and Harris (1978), the concept of "loss" is not merely another term
for disappointment or adversity; it is conceived as deprivation of sources of value or
reward reflecting an inability to hold good thoughts about ourselves, our lives and
those close to us (reported in Bebbington 1 l985:761). Thus, personal losses appear to
be the events most closely associated with the onset of depression in adults. It is not,
however, known whether the same applies for children (National Institute of Mental
Health, 1985).
A number of workers in the field of psychiatry (e.g., Brown and Harris,1978; Beck,
1967,1976,1983) have focused on the issue of stressful life events in childhood.
The particular concern of these workers stems from their theory that the sources
of depression are found in prior experiences which themselves had the quality of
"consolidating maladaptive patterns of cognition" (Bebbington, 1985:767).
Nevertheless, life events may have a different etiologic relationship with adult and
childhood psychiatric disorders (e.g., Tennant and Andrews, 1978; McFarlane, 1988).
For example, Tennant and Andrews (1978) have claimed that, in adults, life events
are likely to lead to psychiatric disturbances owing to the fact that they generate
distress. Such a direct relationship does not exist in children, as particular types of
adversities like moving to another home or the birth of a sibling are perceived by
children as being under the control of their parents rather than under their own control
(McFarlane, 1988).
Furthermore, some writers have suggested that life events may influence the self-
esteem of young children indirectly through delaying the development of more
internal control orientation (e.g., Kurdek and Siesky,1980). In this respect, Wiehe
conducted a study investigating the impact of divorce on the self-esteem, attitudes
toward parents, and locus of control of children 9-10 and 11-12-years old. The
55
findings of this research demonstrated that children from divorced families had
significantly lower scores than non-divorced on the social, academic and parental self-
esteem scales, but not so on the general self-esteem scales (Wiehe,1984). The most
striking finding was that children from divorced families had more external locus of
control orientation as compared to those from intact families. Extrapolating this
finding to most of stressful situations, the writer concluded that when children perceive
events as occurring outside their control they feel powerless to influence the outcome
of such events. More importantly, events such as parental divorces over which a child
has little or no control, become a pattern of personality functioning, "especially if there
is reinforcement for this perception in other areas of the child's life" (1984:26). The
implications of such perceptions are particularly evident at the age of the groups
examined, since at this stage children begin to experience some mastery and control
over their lives (Wiehe,1984:26). It is the present author's view that such a pattern of
personality functioning is inherently found in most low self-esteem individuals.
The substantial individual variation which has been observed in children's responses
to stress has led researchers to search for factors which may account for this
variation. In this respect, Wertlieb and colleagues have postulated that the impact of
stress on children may be reduced or "buffered" (1987:235) in the presence of certain
psychological or environmental elements, such as:
• Temperament, i.e., a cluster of variables characterizing the style of an individual's
behaviour (e.g., Rutter,1986; Graham et al.,1973).
• Social support (e.g., SandIer et al.,1985).
• Family support and psychological health of parents (e.g., Garmezy and
Rutter,1983; Holahan and Moos,1987).
• Coping efficacy/problem solving skills (e.g., Spivak and Shure,1982;
Compas, 1987).
• General intelligence (e.g., Garmezy et al.,1988).
• Control beliefs in the cognitive, social, and physical domains (e.g., Weigel
et al.,1989).
• The type of control the child exerts in coping (e.g., Band and Weisz,1988).
• Genetic factors and past experiences (e.g., Rutter,1990).
According to Rutter (1990), factors such as the above may account for the different
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ways in which individuals react to environmental hazards through their role in creating
either vulnerability or resilience to current stressors. It is not clear whereby the
concept of "vulnerability" originates. According to Brown, it arises "through the
creation of a self-concept or cognitive style that makes successful coping with life
stressors less likely" ((reported in Rutter,1986:1083).
2.6 The Moderating Function of Self-Esteem to Stress
This section refers briefly to the available evidence in the work of certain writers as
to the role of self-esteem in contributing to making some children resistant to life
stressors. It also touches on the issue of the potential association between low self:
esteem in childhood and subsequent depressive moods in adolescence.
2.6.1 Resilience and Self-Esteem
The concept of "resilience" has become firmly established in the field of psychiatric
research implying, in the words of Rutter (1990), "the positive pole of the ubiquitous
phenomenon of individual difference in people's responses to stress and adversity"
(1990:181). The study of resilience in the face of adversity is of recent origin. Until
lately, researchers limited themselves to identifying overall characteristics that
differentiate the resilient from those who are not able to respond as adaptively to
stress (Compas,1987). The few studies which have been done on how resilient youth
cope have highlighted three kinds of protective factors, namely, family environment,
support networks and personality characteristics (Hauser and Bowlds,1990). As
regards supportive family environments, these are characterized by parental warmth,
cohesiveness, and closeness; besides, familial interactions are critical. The available
evidence from studies on supportive personal relationships suggests that the
experience of secure early attachments make it more likely that children will grow up
with feelings of high self-esteem and self-efficacy (ibid.). Schneider-Rosen and
Cicchetti (1984) suggested that the child's incompetence in resolving issues at
different stages may be a result of factors such as ambivalent feelings towards the
attachment figure, the quality of attachments and failure to develop good peer
relations. Thus, it was suggested that children who are currently attached to their
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primary caregiver will also have a more secure sense of self. In turn, qualitative
differences in one's sense of self may influence the manner in which one responds
to major life events.
The benefits stemming from social support are more questionable, in the opinion of
Rutter (1990). Nevertheless, there is considerable evidence that social support
contributes to mental health by providing a buffering protective function against
psychological risk. As to what exact aspect of social relationships are influential for
high self-esteem, it was maintained that their quality and the use made of them are
important, rather than the number of available social contacts. The community can
provide support for children, e.g., the quality of the school, the extent to which the
teachers are involved with the students and the contacts outside the immediate family
(e.g., Werner and Smith,1982; Houser et aL,1985). The protective function of
external supports and resources, according to Harter (1990), exerts a powerful
influence on self-esteem and, in the event that such social support is unavailable
within the family framework, alternative sources of support can be substituted, through
the encouragement of a teacher, a private tutor, or similar significant adult. Finally,
while recognizing the value of peer approval which becomes increasingly important
during the adolescent years, Harter considered that both peer and adult support are
needed for maximizing the internalization of positive self-attitudes.
Among the personal characteristics which have been found (e.g., Holahan,1985;
Compas,1987) to counterbalance stress are an internal locus of control and life -
scholastic performance (which have been associated with high self-esteem). The
benefits from the experience of task accomplishments, according to Rutter (1990),
stem from a variety of "achievements" including: social success, the taking of
positions of responsibility and success in nonacademic pursuit, such as sports or
music or craft-work, and so on. Finally, in the same way as for supportive personal
relationships, there is uncertainty as to what aspect of this variable is protective. The
plausible aspects of accomplishments from which the benefits may be derived are:
the learning of effective coping and social problem solving skills; one's awareness of
one's success in coping with challenges in the past and, ultimately, one's belief that
one can succeed again in similar situations in the future; the approval one receives
from significant others as a result of one's accomplishments (ibid.).
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2.6.2 Self-Esteem and Depression
The moderating function of self-esteem to stress has repeatedly been emphasized
in the international literature providing some evidence of an association between self-
esteem and depression (e.g., Bibring,1953; Beck,1967; Brown and Harris,1978).
Several interpretations have been offered about the emergence and growth of
depression as well as to the likelihood that self-esteem may be a contributing factor.
For example, Brown and Harris (1978) reported in their community study of women in
Camberwell, South London, that events that imply loss and self-esteem had a crucial
role in the precipitation of depression:
"Loss events produce hopelessness, and vulnerabillty factors impair
self-esteem. Low self-esteem increases the intensity of responding
to loss through generalization of the hopelessness triggered by it.
The pain of this enhanced response to loss leads to denial., and denial
is the mechanism by which the normal response to loss is converted into
depression". (Bebbington, 1985:762)
Some other writers have suggested that a sense of control over one's life together
with a close supportive relationship correlate with low levels of self-esteem and
depression (Mirowski and Ross,1989). Epidemiological studies have shown that
manifestations of depression are increased by the absence of a confiding relationship
(e.g., Genero et al.,1992; Powell et al.,1995). Despite the fact that research among
adults suggests an association between depression and self-esteem, the relationship
is not adequately documented in children. Moyal is one of the first authors who
attempted to confirm this hypothesis. She examined whether certain variables which
relate to depression in adults (i.e., self-esteem, locus of control, stimulus appraisal,
and depressive symptoms) relate to each other in a similar way among children.
In her research among children from grades 5 and 6, Moyal found significant inter-
variable correlation, afinding which is in agreement with her view that, "in pre-
adolescents, elements of depression may be related in a manner similar to that found
in adults" (Moyal.,1977:952). Some writers (for example, Moyal,1977; Weisz et aL,
1987) have postulated that, in both adults and children, low levels of perceived control
and perceived competence are related to high depression scores. However, Weisz
and colleagues (1987) have found that adult depression and childhood depression
differ in that the former involves "universal helplessness", a belief that desired
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outcomes are not contingent on responses that either the individual or relevant others
might produce, often without self-blame: In contrast, children are more susceptibte to
"personal helplessness", a depressed state in which one perceives onesetf as less
competent than others to produce personally important outcomes. Such states are
often associated with perceptions of personal incompetence and self-esteem deficits
(Weisz and colleagues,1987:59).
Psychiatrists are particularly concerned about the concept of self-esteem, apparently
because of their conviction that the concept is one of the important contributing
factors to competent functioning in childhood and adolescence (Garmezy,1983).
The concept of competence receives special attention in the field of psychiatry due
to its relationship with adaptive functioning that is essential for an understanding of
psycho-pathology (e.g., Glick and Zigler,1990). As regards the issue of an
association between self-esteem and depression, the available clinical evidence
suggests that low self-esteem may be one of the important precursors for depressed
moods (Patterson,1986). The findings of a related study on a fourth-grade sample
showed that "children with adjustment problems are at significant risk for both low
self-esteem and recurring depressed moods" (Patterson and Capaldi,1990:149). In
conclusion, the authors suggested that the connection of self-esteem with psycho-
pathology remains an unanswered issue. However, the fact that the available clinical
evidence indicates an association between poor self-esteem in childhood and a later
depressed mood makes it particularly important for psychiatrists and scientists from
relevant disciplines to understand the correlates and antecedents of low self-esteem
in childhood.
2.7 Overview
At this point an overview of the main findings reviewed so far was thought appropriate
to be made. Table I below presents these findings grouped in a form comprising
same entities of data as those used in the preceding text. This type of presentation
intends to give the reader a more integrate aspect of the subject under investigation
and to provide the possibility of going back for further information with ease. ln the
next chapter the data of the current research are analyzed and discussed.
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Table 1.	 Summary of research findings regarding influence
of other factors on child's self-esteem.
Type of factor Factor	 Relation to self-esteem
Social and
	
Age	 Weak. May decline 11-13, increase 13-18.
demographic
Sex	 Boys higher s-e than girls.
SES	 None.
Child's	 Physical
individual	 attractiveness
qualities	 Physical	 Positive relationship with high self-esteem.
effectiveness
Social self-efficacy
Internality of	 Strong positive relation with s-e.
locus of control
Environmental	 Weaker than genetic influences.
Influences
Family	 Family	 Conflict relates to low s-e, esp. parent-child.
context	 relationships	 Perception of quality of family life is crucial.
Family	 Perception of and satisfaction with family
functioning	 cohesion and adaptability are important.
Child-rearing	 Authoritarian correlates with low s-e.
practices
Parental support 	 Strong positive relation with s-e.
School	 Academic
context	 achievement
Intelligence
Peer
Relatiorships
Game playing
Conflicting results.
Small positive correlation.
Positively related.
Positive related through placing child
in hierarchy of esteem.
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Child abuse
Problem	 Delinquency
behaviour	 Suicidal
Other problems
Life events	 General
Adverse	 Developmental	 Negative correlation with s-e.
conditions	 difficulties
All kinds of abuse very harmful to s-e.
Correlates with low s-e.
Correlates with low s-e.
Usually correlate with low s-e.
External events can have major effect
on child's s-e.
Social adversity	 Lower s-e.
Family illness,
divorce, conflict, 	 Can be very influential on s-e.
violence
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CHAPTER III.
Methods and Measures
The available evidence from the majority of the studies reviewed so far indicates that,
in the past, research on the correlates of self-esteem in childhood has been based
primarily on the accounts of children's caretakers. The originality of the current study
lies on the fact that it approaches the subject matter anew, this time from the perspective
of children. In this way, it aims to locate certain confounding factors which have not
been identified by previous research. This expectation derives from this author's view
that, by encouraging children to express their own feelings and views, adults may
achieve valuable insights into children's actual needs which, when remaining unsatisfied,
may restrain certain children from developing high levels of esteem and respect towards
themselves and others.
3.1 Hypotheses
On the basis of the literature reviewed and our experience in the context of having
worked for many years in the Department of Social Psychiatry of the Institute of Child
Health in Athens, we formulated the following hypotheses:
Hypothesis I.
Prerequisites for a high level of self-esteem in children is that children feel that they are:
• the recipients of support and assistance from their social environment,
and
• confident about their ability to influence the outcome of events which are compatible
with their age.
Hypothesis II.
Girls have tower levels of self-esteem than boys owing to two particular reasons:
• their striving to come up to a dual role, of being at the same time attractive and
effective,
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and
• their gender stereotypes which still prevail in modern societies.
In order to test the first hypothesis it is essential to measure:
• the social support which children feel they receive from those who consist their social
environment,
and
• children's perceptions as to whether they have external locus of control or internal
locus of control. In the current study, perceived control was defined as a belief that
one has available a response that can influence the course of adverse events.
In order to test the second hypothesis it is essential to identify:
• the potential differences between boys and girls as to the relationship of their levels
of self-esteem to the variables included in the study,
and
• the likelihood of a potentially confounding influence of gender on certain variables
resulting in increasing the strength of the relationship between these variables and
levels of self-esteem.
In addition to the aforementioned factors, i.e., social support, locus of control and
gender, the relevant literature has indicated that a number of other factors also influence
levels of self-esteem in children. Among such factors the following were included in the
current study, in order to serve as control variables:
• The presence of stressful events in children's lives.
• The presence of behaviour problems in children at home and school.
• Children's academic performance.
• The physical qualities of children, i.e., attractiveness and effectiveness.
• The mothers' ratings of children's physical qualities in connection with their
perceptions about their own 'ideal selves'.
• The relationship between children and fathers.
• Family functioning.
• Certain sociodemographic variables.
The next section contains the instruments used for measuring the correlation between
the factors under investigation and children's levels of self-esteem, and the procedure
followed for collecting the data.
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3.2 Instruments
Some of the published instruments used in the research were translated from their
original English or French version into Greek by using a two-way translation. Reliability
of the responses was tested in a pilot study among 30 elementary school pupils aged 9-
10 years. Careful analysis of the pilot responses revealed few minor problems with the
research instruments. Suitable modifications were made and the questionnaires, in their
final versions, are presented in Appendices Ito Xl. The pilot study also showed that the
4th grade pupils, because of their younger age, tended to have difficulty in understanding
the questions and needed individual help. Hence, the decision was taken to draw the
final sample from 6th grade pupils aged 11-12 years. The scales with which the variables
of interest were assessed were as follows:
3.2.1 Measuring Children's Levels of Self-Esteem
Given the fact that researchers have failed to agree on the precise meaning of self-
esteem (Peterson and Austin,1985), there is no evidence that the various available
inventories tap the same underlying construct. Coopersmith Self-Esteem Inventories
(SEI) are among the best known and most widely used of the various self-esteem
measures (e.g., Johnson et aI.,1983). They have been used by many researchers both
in Greece (e.g., Stasinos,1981; Tanos,1985; Kontopoulou-Kokkinaki,1990) and in
various other countries (e.g., Kokenes,1978; Klass and Hodge,1978; Growe,1980;
McCarthy and Hoge,1982; Demo and Savin-Williams,1988). This wide use does not
necessarily show its superiority over other instruments; it is, however, an indication of its
broad acceptance. They are self-report questionnaires intended to measure "the
evaluation a person makes and customarily maintains with regard to him or herselr
(Coopersmith,1967:4). Sewell (1985) has criticized the SEI particularly as lacking any
systematic attempt to establish technical support based on a standardized sample.
Instead, the reliability and validity data are drawn from a number of independent studies.
According to Sewell, this approach constitutes a fundamental weakness of the scale in
that no acceptable reliability and validity standards can be inferred from the diverse
samples utilized. Nevertheless, it has been pointed out, reliability data based on a
number of studies are impressive (Sewell,1985:398). The total score test-retest reliability
coefficient for the original 50-item scale was recorded as 0.88 over a five-week interval
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with a sample of 30 fifth grade students, and a coefficient of 0.70 was obtained over a
three-year period with a sample of 56 public school students. These data indicated
that a reliable measure can be obtained with total score (Shavelson et al.,1976:425).
Further, the scale was criticized (Sewell,1985) as lacking adequate normative data to
support the notion that the SEI can validly differentiate the four categories embedded
in the total SEI score, namely: peers, parents, school and personal interests. According
to Shavelson et al. (1976), some of the subscales are too unreliable for such work.
Despite their drawbacks, which are inherent in this type of measure, SEI have been
recommended especially for research purpose, mainly because of the following
advantages: (a) they are brief and easily scored, (b) they are reliable and stable,
and (c) they are straightforwardly based on a theory of self-esteem and its relationship
to academic performance (Peterson and Austin,1985). Furthermore, its intercultural
character allows for comparison between results from relevant studies to be made.
In the current study the French version of the School Form of Coopersmith's Inventory
was used as adapted by C.P.A. (Coopersmith,1984) (see Appendix I). The School Form
was constructed to be used for 8- to 1 5-year-old children, It contains 58 items out of
which eight items form a "lie" scale to assess defensiveness. The lie subscale was
omftted altogether as the responses to this scale should be considered as an index of
defensive attitudes toward the self, rather than as an index of untruth
(Coopersmith,1984). The items are simple, self-descriptive statements with two
alternative responses for each item. The respondents are requested to tick for each
statement either with "like me" (yes) or "unlike me" (no). The statements tap a wide
area of self conception and 	 -
are written in positive and negative forms to "obviate the acquiescence response set"
(Burns,1979:95). In addition to a total self-esteem score, four sub-scale scores have
been identified conceptually: General Self (26 items), Social Self-Peers (8 items),
Home-Parents (8 items), School-Academic (8 items).
3.2.2 Measuring Perceived Social Support
For investigating children's perceptions of the degree of social support they felt they
receive, the social support measure from the University of Michigan Youth in Transition
was used (see Appendix II). This sub-scale was employed among other measures in
Bachman et al's (1967) national study of 2,500 tenth-grade boys, investigating the
correlation of measures of satisfaction and happiness with a wide range of other
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psychological attitudes. A correlation of .50 was found between the negative end of the
satisfaction scale of Bachman et al. (1967) and their measure of lack of social support.
Wilson (1967) concluded that the most impressive single finding in research on
happiness (a concept related to self-esteem) is the correlation of happiness and
successful involvement with people. The social support sub-scale consists of four
statements, two of which are phrased in a positive direction, with the other two phrased
in a negative direction to control for acquiescence. In the current study the statements
were rated on a five-point scale ranging from "never" to "always" to denote the frequency
with which the respondent perceived the statements as true most of the time.
3.2.3 Locating the Locus of Control
In order to investigate whether children's perception that their own behaviour may
affect their social environment correlates with children's levels of self-esteem, the
Nowicki-Strickland (1973) Locus of Control Scale for Children (LOC) was chosen as
the appropriate measure "to assess the impact of the locus of control dimension in
relation to children's behaviours" (Nowicki and Strickland,1973:154). The reliability
and validity of LOC have been examined by a number of researchers and were
consistently found to be acceptable. In particular, Strickland describes the scale
as having good internal consistency and test retest reliability, and as not related to
social desirability, intelligence measures, or gender (Strickland,1989). Research with
this tool demonstrated satisfactory construct validity with internal scores related to
children's adaptive behaviours and academic success (Gilmor,1978). In its original
form the scale consists of 50 items; it was constructed on the basis of Rotter's (1954)
social learning formulation in which the concept was defined as "an expectancy that
reinforcement was under one's own control (internal) or not under one's own control
(external)" (reported in Connell, 1985:1018). According to Connell (1985), this
expectancy was assumed to be generalized from previous experiences with internal
and external control of reinforcement in similar situations. In a later description of the
concept Rotter (1966) differentiated individuals, in accordance with the degree to which
they assume personal responsibility for the outcomes of events occurring in their lives,
into those with internal locus of control and those with external locus of control; hence,
the term "internal locus of control" implies that the individual believes "that events are
contingent upon his own behaviour or his own relatively permanent characteristics" ( p . 1).
The term "external locus of control" implies that the individual believes that sources of
control are things such as fate, chance, luck, or powerful others. In Greece, the tool has
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been used recently by a team of researchers aiming at identifying certain psychological
and environmental factors associated with the well being of their adolescent patients
(Liakopoulou et aL,1992).
In the current study, the short form of LOC was used as being "a usable, reliable and
quick measure of a generalized locus of control of reinforcement" (Nowicki and
Strickland,1973:153) (see Appendix Ill). The instrument consists of 21 questions which
are answered either yes or no by placing a mark next to the question. The items on the
LOC describe reinforcement situations across interpersonal motivational areas such as
affiliation, achievement and dependency; they are scored in the direction of external
locus of control, that is, higher scores reflect a perceived external locus of control.
3.2.4 Measuring Confidence in Significant Others
For measuring the association between confidence in certain individuals and children's
levels of self-esteem, an instrument was designed specifically for this research (see
Appendix IV) Children were asked to report, on a five point scale ranging from "no
confidence at all" to "very high confidence" the degree of confidence they have in certain
persons, if any, to whom they feel they can speak on personal affairs. Five analyses
were carried out, according to whether or not the child mentioned:
- the mother
- the father
- a teacher
- at least one adult (e.g. parent, teacher)
- at least one peer (e.g. sibling, cousin, friend)
In each case, three groups were compared. For example, in the first analysis, children
who reported very high confidence in their mother were compared to children who
mentioned their mother but did not have "very highu confidence and to children who did
not mention their mother at all.
3.2.5 Measuring Family Functioning
Family functioning was measured with the Family Adaptability and Cohesion Scales
(FACES Ill) (Olson et al.,1985). The instrument was derived from Olson's Circumplex
Model (0CM) of Marital and Family Systems which is based on the curvilinear hypothesis
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assuming orthogonality between the dimensions of cohesion and adaptability. For
Olson, the dimensions of cohesion and adaptability are curvilinear in that, "families that
appear very high or very low on both dimensions appear disfunctional, whereas families
that are more balanced seem to function more adequately" (Olson,1986:338). The
strength of FACES Ill is its ability to capture the quality of the family's functioning which
owes to the fact that along the axes of the above dimensions over fifty concepts have
been found to cluster together (Dundas,1994). As to the increasing use of the scale, this
"is due to its evaluation of two behavioural dimensions that are central to developmental
conceptualizations of parent-child relations" (Maccoby and Martin,1983:53). In the
ensuing years, there was much debate centered around the "circumplex" notion of the
model, that is, whether the two key dimensions - cohesion and adaptability - form a
linear or curvilinear relationship with variables related with affective individual, dyadic,
and family system functioning (Anderson and Cavazzi,1990). The findings from a
national study of "normal families" (Olson et al.,1983), indicated a linear relationship
between cohesion, adaptability, and indices of marital satisfaction and communication
(reported in Anderson and Cavazzi, 1990). Hence, Olson's most recent work has
shifted away from his original stance by stating that in "normal families" this relationship
appears more linear than curvilinear because these families represent only a narrow
spectrum of the range of behaviour on these two dimensions (Olson,1986:341). As
the sample of this study consisted of "normal families" the linear model of the scale
was used (see Appendix V).
For Olson, cohesion is "the emotional bonding that family members have toward one
another", whereas adaptability is "the ability of a marital or family system to change its
power structure, role relations, and relationship rules in response to situational and
developmental stress" (Olson et al.,1982:5). The tool was designed to assess how
family members currently see their family (perceived) and how they would like it to be
(ideal). The perceived-ideal discrepancy for each family member assesses the level of
family satisfaction with the current family system (Henggeler,1991). The measure
consists of 10 cohesion statements and 10 adaptability statements. There are two items
for each one of the following five concepts related to cohesion dimensions: emotional 	 "
bonding, supportiveness, family boundaries, time and friends, and interest in recreation.
There are two items for each one of the following concepts related to adaptability
dimension: leadership, control, and discipline, and four items for the combined concept
of roles and rules. The respondent is asked to read the statements and decide for each
one how frequently, on a scale ranging from I (almost never) to 5 (almost always) the
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of Life Event Record, the measure has been criticized, mainly for two reasons. First,
it has been argued that the scale does not reflect adequately the stressfullness of
specific events for specific children as the latter vary in their appraisal of events. Some
researchers have overcome this limitation by advocating the use of individualized impact
ratings to index the effects of life events. Second, it has been suggested that such
scales provide only an overall measure of life change and make no distinction between
desirable and undesirable life events. Moreover, it was reported that "the results of
several child/adolescent investigations support the view that it is negative change that
is most highly correlated with adjustment indices" (Johnson and Bradlyn,1988:72).
However, Langner and Michael (1963) have argued that it is characteristic of a life
event that it is likely to produce a stress reaction or strain; consequently, the key
component in making an event stressful is conceptualized (e.g. Dohrenwend and
Dohrenwend,1970) as its ability to change an individual's usual activities and not its
desirability or undesirability; hence, the change introduced by a life event was scaled
in terms of the readjustment required by the individual (Holmes and Rahe,l 967).
In the present study, the child was asked, in addition to indicating the experienced
events, to rate the effect each event had on him or her with a 5-point scale (see
Appendix VII). The responses of children were scored as follows:
very unpleasant
a bit unpleasant
no effect
a bit pleasant
very pleasant
-	 scored 2
-	 scored I
-	 scored 0
-	 scored I
-	 scored 2
By adopting the method employed in a study examining the relation between stressful
events and childhood depression (Beck and Rosenberg,1986), apart from the weighted
score assigned to each event from the LESC, separate scores were assigned to indicate
the impact of positive events (scored 2 and 1) and negative events (scored I and 2),
respectively. Neutral events (scored 0) were excluded.
All of the above scales were completed by children themselves.
3.2.7 Measuring Behavioural Problems
In order to explore the potential influence of problem behaviour on children's self-
esteem, the Rutter Children's Behaviour Questionnaires for Completion by Parents and
7].
Teachers (Child Scales A and B: Rutter,1967) were used (see Appendices VIII and IX).
The scales were designed "to provide valid and reliable screening measures of a child's
behaviour at home and at school" (McGee et aI. 1 1985:727). The Rutter scales consist
of a series of behavioural items to which the respondent replies:
"does not apply" - scored 0
'applies somewhat" - scored I
"certainly applies" - scored 2
Parent's Questionnaire (Scale A2) has been designed for use with 9- to 13-year-old
children; it consists of 31 brief statements concerning the child's behaviour, and the total
score varies between 0-62 points.
Teacher's Questionnaire (Scale B2) consists of 26 brief statements concerning the
child's behaviour and covering the most common and typical psychiatric problems seen
in school situations.
Both forms of the Rutter questionnaire, i.e. Scale A2 and Scale B2, sample almost the
same pool of items, although parents are asked to report on a number of specific
behaviours in a little more detail (McGeee et aI.,1985:728). In the original research
describing the use of these scales (Rutter,1967), a total score was obtaining by summing
individual item scores. Cut-off scores were then used to identify children with high levels
of reported problem behaviour. For example, in the case of the maternal scale, a total
score of 13 or more indicates a possible mental disturbance in the child (e.g., Rutter et
al.,1976; Fombonne,1989) whereas in the case of the teacher scale a total score of 9 or
more indicates a child likely to show some behavioural or emotional disorder (e.g.,
Rutter,1967; Rutter et al.,1970). As well as the total score produced by summing the
scores of the 31 items of Scale A2 or the 26 items of Scale B2 two subscores are
obtained: the 'emotional disorder' subscore and the 'conduct disorder' subscore. Both
these subscores were used as separate variables in this research. The reliability of the
questionnaires as measured in the study of Fergusson et al. (1985), by using coefficient
alpha, was found to be .71 for the maternal rating and .79 for the teacher rating;
however, a lack of correlation was noticed between the two ratings. According to the
authors, this lack of correlation between maternal and teacher ratings is due to the fact
that mothers and teachers describe child behaviour occurring in quite different situations
which are governed by different rules and expectations. Scales A2 and B2 have been
extensively used by other workers in many countries doing research mainly on
developmental issues (for example, in England, Tizard and Hodges,1978; in Finland,
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Suopäã et al.,1989; in Greece, Vorria,1991; Vorria et al.,1998a,1998b).
3.2.8 Measuring Mothers' Appraisals
The Repertory Grid Technique (Fransella and Bannister,1977), which is often referred
to simply as Rep Test, was originally devised by Kelly (1959,1969) "to identify the major
constructs that an individual uses in his or her attempt to make sense of the world"
(Eysenck,1994:22). In the 'standard' form of the grid the person nominates a llst of his
or her acquaintances and then assembles them into distinctive categories separately
on the basis of each of a set of bipolar dimensions of judgments (e.g., friendly-aloof)
which they themselves provide. Currently, several forms of repertory grid rely on
providing all the subjects with the same pre-selected list of adjectives rather than
eliciting personal constructs from each subject individually (Adams-Webber, 1970:349).
The Rep Testis very flexible and may be used in a variety of forms (e.g., Slater,1969).
It was observed, that "the ways in which the Rep Test is used are limited only by the
ingenuity of the person administering the test" (Eysenck,1994:71). The instrument
involves a grid of network of horizontal and vertical lines in which the columns represent
people (elements) and the rows represent personal constructs.
In the present research a kind of repertory grid was used to investigate whether there is
a correlation between the level of self-esteem in a child and: a) the mother's evaluation
of the individual qualities of her child, and b) the distance between the 'ideal' self of the
mother and either her 'real' self or the child of the study. The mother was asked to
evaluate: her 'real self', her 'ideal self', and the child of the study on 24 pairs of
constructs chosen on the assumption that they were relevant to the concept of self-
esteem. All the mothers were supplied with the same constructs, as the results of
several studies suggested that "normal subjects, at least, exhibit approximately the
same degree of differentiation in using carefully selected supplied list of adjectives as
when they employ with own elicited personal constructs" (Adams-Webber,1970:352).
A list of the constructs used is presented in Appendix X. The evaluations were then
made on 11-point scales (labelled as the questionnaire from 5 on the one pole of
characteristics to 5 on the contrasting pole, with 0 as a mid-point but scored from
I to 11 for analysis). The range for each element was therefore 24-264. The ratings
which each one of the mothers made for the above three elements were recorded in a
24x3 grid. Mother's ratings were also used to construct two new variables, namely, (a)
MASELF, that is mother's self-esteem, and (b) MACH ILD, that is, mother's image of the
73
child of the study. These were both calculated as Euclidean distances. The former
measured the distance between mother's 'real self' and 'ideal self' on the 24 ratings,
MASELF =	 {	 (xi - yi)2
where xi, yi: denote the mother's ratings of her real self and ideal self, respectively, on
construct i. MACHILD was calculated in a similar way from the mother's ratings of her
child and her ideal self.
3.2.9 Sociodemographic Variables
The mothers were administered a sociodemographic questionnaire (see Appendix XI).
The questionnaire comprised the following categories of data: -
1. Individual characteristics of children (e.g., gender, age, weight, height and physical
health).
2. Family characteristics (e.g., family members, and housing conditions).
3. Parental characteristics (e.g., age, education, occupation, marital status, and the
relationship between fathers and children).
As regards the socioeconomic status of the families, this was calculated on the basis
of father's occupation. It is recalled that the sample derived from an average socio-
economic level district, so that no substantial differences were expected between the
families in question. In addition, owing to its small size, the sample was thought of as
being most appropriately classified into just two groups, namely,
	 -
• Lower (comprising 'unemployed', 'unskilled', 'skilled').
• Medium (comprising 'intermediate' and 'professionals').
As to 'mother's occupation', for the purpose of this study, the mothers were divided into:
• Housewives.
• Those who work outside the home.
In addition the mothers were divided according to the type of their work (unskilled-skilled, -
intermediate, professional).
Related to the socioeconomic level of the families was a 'crowding index'. This derived
from the division of the number of family members by the number of the rooms in the
house.
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3.3 Sampling Procedure
The research was conducted in five primary schools situated in an average socio-
economic level district of Athens. Three of the schools were divided into two separate
classes: thus the sample was composed of eight classes. Four of the five head-
teachers of the selected schools were men and one was a woman, while among the
eight class teachers five were women and three were men. The headteacher of each
school was contacted personally and was informed about the purposes of the project,
and was asked to give permission for the researcher to approach the 6th grade children
(ages 11-12 years). The headteacher, after receiving the consent of the class teacher,
allowed the researcher to administer the relevant questionnaires during two regular
work periods in the normal classrooms. Before administering the questionnaires,
attention was paid to gaining the children's confidence by stressing the importance of
their contribution to the program. The children were told that their answers would be
considered as reflecting the attitudes of all Greek children of their age living under
similar conditions to themse'ves. Children were assured that this task was not part of
their academic work and that their responses would be voluntary and confidential.
Finally, children were asked to read carefully the instructions given before each group
of questions and respond all the questions as frankly and spontaneously as possible.
The teachers in charge of these classes completed the relevant questionnaire on
children's behaviour at school. One female teacher refused to complete this
questionnaire. Each child was given a letter addressed to its mother asking her to agree
to participate with her child in the research (see Appendix Xli). The mothers were then
contacted by telephone and those who agreed to participate were visited at home where
the relevant questionnaires were administered to them.
A full understanding of self-esteem in preadolescents requires observation of both
fathers and mothers with their sons and daughters (Loeb et ai.,1980:216). The fathers
opinion contributes substantially. Among other things, it would enable us to see whether
mother and father agree on the way the family functions and on other issues related to
the child, and whether disagreement between parents influences the child's self-esteem.
Thus, the original intention was to address questionnaires to both parents to obtain the
more integrated picture of the factors correlated with self-esteem in preadolescents.
Obtaining data from the mother rather than from both parents was, therefore, not the
original study plan but was forced upon the researcher by the reality of Greek society
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and it is indeed the almost invariable outcome of any Greek research project involving
children. In Greece, the investigator must expect that information on the family will be
provided by the mother, while the father will seldom be involved. This fact is presumably
attributable to the persistence of the traditional notion that the father's duties are clearly
differentiated from the mother's and lie for the most part outside the home. In general,
fathers were not in the house at the time of interview in this research, or did not present
themselves. There were only six fathers who seemed to be interested in the research
goals, three of whom asked to learn the results. These men were relatively young, of
higher education and socioeconomic status. However, there were even more mothers
who did not inform the husband of the interview for fear that he would not permit it
to take place. Thus the attempt to obtain data from both parents would have been
unlikely to produce a worthwhile number of responses from fathers and could well
have led to the loss of a substantial number of mothers.
At the start of the research, children were not tested unless their mothers had agreed
to participate. For this reason, 11 children belonging to the first two classes included in
the study were not tested. However, it was soon realized that the exclusion of
approximately one third of the pupils constituting the 61h grade classes would probably
undermine the representativeness of the sample. Further, it was judged that the children
had to be interviewed before their mothers were approached, in case knowledge of their
mother's attitude towards the research might influence their own responses. Hence, it
was decided to include thereafter all pupils. Thus the final sample of children comprised
158 children present in class on the day of the test, less these 11, namely 147 children
eleven to twelve years old (84 boys and 63 girls). Of the 147, 44 mothers declined to
participate, offering several different justifications: lack of time, sickness or death in the
family, lack of interest, mistrust of the purpose of the investigation, and husband's
objection. Details of the sample size and distribution among the classes included in this
research are presented in Tables 2 - 5.
Non-response occurs to some degree in virtually every research. When the percentage
of non-response is rather high, as in the present case, the danger arises that results may
be distorted. This can happen if the failure to respond is not random, but is related to the
topic under investigation. It is, of course, impossible to establish the effect of the non-
response, because the non-responders have not provided data. The best that can be
done from a statistical point of view to check against the possibility of some bias having
occurred is to compare responders and non-responders using whatever data are
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CHAPTER IV.
Analyzing the Results
The questionnaires were checked upon completion and, when all had been
assembled, were entered into the computer. Data analysis was carried out using
the SPSS package.
In this chapter the results from the data analysis are presented in four sections. The
first section provides a description of the sample. Also, the self-esteem concept and
other variables included in the study are compared by sex. The second section
presents the correlations between self-esteem and other variables. The third section
examines the interactions between certain variables and sex. In the last section the
data are interpreted by means of multiple regression analyses.
4.1 Sample Descñption
The data describing the sample derived from the mother's questionnaire. Hence,
data are available only for 103 children corresponding to the number of mothers
participating.
4.1.1 Variables Related to the Child
As can be seen in Table 6, 57% of the children are boys and 43 % are girls. The
children's ages range between 10.5 and 12.5 years. Their birthweight ranges
between 1,300 and 4,500 gr., and their weight now ranges between 27 and 70 kg.
Children's height now ranges between 1.25 and 1.68 m. Of the 103, 11 are only
children. The vast majority of the children have none or one brother (96%) or sister
(93%) and 98% of the children have none or one older brother while 96% have none
or one older sister. Very few children have two or three brothers or sisters.
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4.1.2 Variables Related to the Parents
As shown in Table 8, the father's age ranges from 32 to 65 years while the mothers
are relatively younger (28-51). More mothers (42%) than fathers (34%) completed
twelve years' schooling (Lyceum), and more fathers (43%) than mothers (34%)
received higher education or have University degree. Of the fathers 43% have
unskilled or skilled occupations, 33% have intermediate occupations and 25% are
professionals. Of the mothers, 54% are housewives and 46% work outside the home,
14% have unskilled or skilled occupations, 22% have intermediate occupations and
11% are professionals. Nineteen children (17.8) do not live with both natural parents,
the most frequent reason being parental divorce (73.7).
4.1.3 Sociodemographic Variables
These variables describe the housing conditions and the socioeconomic level of the
sample families (see Table 9). Of the 103, 9% live in one-flat houses and 91% live
in blocks of flats. 69% of the children's houses are owned and 31% are rented. The
ratio of rooms per person is less than one or one room per person for 56% of the
sample, whereas for 44% it is above one room per person. The family socioeconomic
status, on the basis of the father's occupation, is lower" for 49.5% and "medium" for
the remaining 50.5% of the sample.
4.1.4 School Mark, Quantity and Quality of the
Father's Involvement with the Child's Activities
Results from the analysis of these variables in relation to the child's sex are presented
in Table 10. There is a significant difference in the quantity of father's time, the father
spending more time with sons than with daughters (p=0.009). However, the quality of
time father and child spend together is only weakly related to the child's sex, at most
(p=0.043, trend test). School mark is unrelated to the child's sex.
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4.1.5 Self-Esteem: Mean Scores
Analysis of self-esteem was carried out for 146 out of the 147 children of the sample
(one child failed to complete the Coopersmith questionnaire and was excluded). The
means and standard deviations of the total score of the SEI and its subscales,
namely, general self, social self, family self, and school self, are presented in
Table 11. As can be seen from this table, the mean of the total score is 35.8 and the
standard deviation is 7.4. This result is compatible with the results from earlier
research conducted in Greece. In her study of 222 10 to I 1-year-olds, Kontopoulou-
Kokkinaki (1990) found a mean of 34.3 for the total score of self-esteem with standard
deviation 6.9. One minor difference between the samples in the two studies is that
Kontopoulou-Kokkinaki excluded those children who had more than five positive
answers in the "lie" subscale. Given the fact that a number of workers, such as
Peterson and Austin (1985), have considered unclear the author's instructions as
regards the use of the Lie Scale, we decided to include all the respondents in our
sample. Substantial differences were found between the sexes in the means of the
total score of self-esteem (37.3 for boys and 33.9 for girls) and the subscale of
"general self' (18.3 for boys and 16.5 for girls).
In order to examine whether these differences were statistically significant, we
compared the means and standard deviations by t tests. The results from this
analysis are presented in Table 11. A statistically significant difference at level p <.01
was found for the total score of self-esteem, and at level p <.05 for the subscales of
"school self' and "general self'. In Table 12, we present results of the analysis of the
SEI at the level of individual items. The items shown in the table are those
significantly different between boys and girls at p = .05 in t tests. Finally we measured
the strength of the correlations between total self-esteem and the subscales and
among the subscales (see Table 13). As shown in this table, the correlation between
the subscales and the total score of self-esteem is strong and statistically significant
at the level of p ^ .001. This is expected, since the total score contains the subscale
scores. The inter-correlation among the subscales ranges between .290 and .590. It
is worth mentioning that the inter-correlation among the subscales is stronger for girls
than it is for boys.
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The significant differences which were identified among boys and girls with respect to
levels of self-esteem led us to decide, in addition to examining the correlates of self-
esteem for the total sample, to analyse the data for boys and girls separately. As to
the advisability of using the subscales, we decided that there was no point in using
them further, owing to the fact that many workers have called into question their
differential validity (e.g., Peterson and Austin,1985). According to Sewell (1985), this
is perceived as a critical limitation of the scale, since Coopersmith considered as a
central feature of the definition of self-esteem the notion that "one's overall appraisal
of his or her self-esteem may not be reflective of one's self-appraisal under different
role-defining conditions" (p. 398).
4.1.6 Individual Qualities of the Child
In order to compare children's individual qualities, by sex, the mother's ratings of the
child on constructs employed in the Rep test were utilized. The reason for selecting
this method to analyse the repertory grid was the fact that a small number of factors
can be used parsimoniously to substitute for a larger number of the original variables.
The factor analysis was performed by using the Maximum Likelihood extraction
method end Oblimin rotation. The analysis yielded a three-factor solution, using
Kaiser's criterion. Table 14 shows the resulting factor matrix.
Factor I. Inspection of items loading .45 or greater on Factor I indicated that two
items made up this factor which has been labelled "lack of physical attractiveness
and was defined as the chfld's physical attractiveness. High scores on this factor
seem to suggest mother's perception of the child as insensitive and ugly.
Factor II. Ten items with factor loadings of .45 or greater were used to identify and
name Factor II. This factor has been labelled "lack of physical effectiveness" and was
defined as an individual's personal ability and effectiveness. High scores on this
factor seem to suggest mother's perception of the child as weak-willed, lacking
confidence, not taking opportunities, not accepted as leader, difficult to get to know,
making others unhappy, uncommunicative, unhelpful, active, and discontent with self.
Factor III. Nine items had factor loadings of .45 or greater on Factor Ill. This factor
has been labelled "lack of social competence" and was defined as an individual's
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involvement with other people and activities. High scores on this factor appear to
indicate mother's perception of the child as unfair, bad listener, impatient, submissive,
intolerant, not needing others, calm, unable to keep a secret, and reckless.
The mother's ratings on the Rep test have also been used for developing two new
variables, namely, "distance between mother's ideal self and mother's image of the
child" and "distance of mother's 'ideal' self from mother's 'real' self'. A description of
the procedure by which these variables emerged is provided in Section 3.2.8 of the
current thesis. The idea for creating the latter of these variables was based on
Roger's and Jame's theory suggesting that the discrepancy between a person's real
and ideal self may be an important indication of a person's maladjustment
(Rogers,1951). As to the former variable, i.e. the distance between mother's ideal self
and mother's image of the child, this was created on the basis of Mead's (1934)
theoretical concept that self-esteem is considerably influenced by the feedback a
person receives from his or her significant others.
As can be seen in Table 15 there are no significant differences between sexes in
respect of the children's individual qualities, nor the mother's ratings as to the distance
from her ideal self to her image of the child or to her real self.
4.1.7 Child's Behaviour Problems
Inequality of the standard deviations was observed in Rutter's School Scale (boys had
more variability than girls at school). Hence, the Mann Whitney test was used instead
of the usual independent sample t test to compare means (see Table 16).
As can be seen in this table, there is a statistically significant difference on the total
score of behaviour problems at school at p ^ .0001 level. Also, there are significant
differences in both "conduct" (p < 0.01) and "emotional" (p < 0.003) subscales.
4.1.8 Locus of Control, Social Support and Life Events
There are no significant differences between boys and girls in the scores of externality
of locus of control, social support and life events (see Table 17).
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4.1.9 FamUy Functioning
There are no significant differences with respect to family functioning, by sex
(see Table 18). It is recalled that under the heading of family functioning children's
perceptions of cohesion and adaptability in, and satisfaction with, their family were
implied.
4.2 Correlations with Self-Esteem
In this section results from the correlations between the variables included in the study
with self-esteem are presented both for the combined sample and for the two sexes
separately. The order in which the results are presented is similar to that followed in
the preceding section dealing with the sample description, by sex.
4.2.1 Variables of the Child
First, we examined the correlations between physical build and children's self-esteem.
The results of this analysis are presented in Table 19. There are significant
correlations at the p < .05 level between weight and self-esteem of girls only.
4.2.2 Parental Variables
The association of self-esteem with certain variables related to the parents was
examined. As shown in Table 20, there is a positive and significant relationship
between boy's self-esteem and mother's (.434) and father's (.29 1) ages. The
association of self-esteem with mother's and father's education and occupation was
examined in a series of 2-way ANOVAS (including the child's sex). Mother's
occupation was examined in two ways: firstly, working-not working; secondly, type of
work (unskilled, skilled, intermediate, professional) as was done for the fathers. None
of the main effects of these education and occupation factors were statistically
significant, nor were their interactions with sex (F tests in 2-way ANOVA, p>0.1 in all
cases).
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4.2.3 Father's Involvement with the Child's Activities
The relationship between quantity and quality of time father and child spend together
with the child's self-esteem was examined using statistical F-tests based on a one-
way ANOVA. The results of this analysis are shown in Table 21. There is evidence of
a significant association at level p = 0.05 between child's self-esteem and both
quantity and quality of time father and child spend together.
4.2.4 Behaviour Problems
Correlations between the child's behaviour problems both at home and school with
self-esteem were calculated and the results are presented in Table 22. One can see
from this table that girls' self-esteem correlates negatively at the .001 level with
conduct disorders at home, as rated by the mother, and positively at the .01 level with
school mark, as rated by the teacher.
4.2.5 Locus of Control, Social Support and Life Events
Table 23 shows the corrrelations of externality of locus of control, lack of social
support and life events with children's total scores of self-esteem and separately for
boys and girls. Significant negative correlations at the .001 level have been identified
between self-esteem and externality of locus of control and lack of social support in
both boys and girls. However, the correlations are stronger for girls. Also, there is
some evidence of a slight correlation between the total score of negative events with
the self-esteem.
4.2.6 Child's Individual Qualities and Distances of Mother
and Child from Mother's Ideal Self
The factors representing the child's individual qualities were correlated with self-
esteem and the results are presented in Table 24. Girls' self-esteem correlates with
"lack of physical effectiveness" while boys' self-esteem correlates with "lack of
physical attractiveness" at the .01 level. No relationship was found between the
distance of the real self from the ideal self of the mother with the child's self-esteem
either for boys or for girls. There was a negative correlation between self-esteem and
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the distance of mother's image of the child from the mother's ideal self, for girls only
(-.383, p=< 0.007).
4.2.7 Cohesion, Adaptability and Satisfaction
with Family Functioning
In order to examine potential gender differences in the association of self-esteem with
cohesion, adaptability and family satisfaction, the correlations of girls and boys were
compared. The results of this analysis are presented in Table 25. There is a
relatively strong positive correlation between girls' self-esteem and overall family
cohesion (.490). In particular, girls' self-esteem correlates positively with the cohesion
dimensions of "emotional bonding" (.46 1), "supportiveness" (.339), "time and friends"
(.341) and "interest in recreation" (.390). Also, it correlates with the adaptability
dimension of "discipline" (.337). There is a modest correlation between boys' self-
esteem and the cohesion dimension of "supportiveness" (.233). Family satisfaction
correlates positively with both boys' and girls' self-esteem, but the correlation is
stronger for girls.
In contrast to the results for the girls' ratings of family functioning, mothers' ratings of
family cohesion were not generally related to the girls' self-esteem, whereas mothers'
ratings of family adaptability were correlated with self-esteem (Table 25). We
therefore go on to examine further the difference between mothers' and daughters'
ratings of family functioning.
4.2.8 Correlations between Differences of Mother-Child
Ratings on Family Functioning
The results from this analysis are presented in Table 26. Girl's self-esteem was found
to correlate negatively with the difference between mother-child ratings on the
cohesion dimension of "emotional bonding" (-.421) and positively on the adaptability
dimension of "leadership" (.505). It is noted that this correlation was not shown when
children's ratings were considered independently from mothers' ratings. As to the
boys' self-esteem, this correlates negatively with differences between mother-child
perceptions on the cohesion dimension of "supportiveness".
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4.2.9 The Child's Confidence to Significant Others
The potential association between the child's self-esteem and the degree of the
child's confidence to certain persons was examined using one-way analysis of
variance. The results of this analysis are presented in Table 27. As can be seen
from this table, there are significant differences between the groups with moderate
(1), much (2), and no (0) confidence in mother (p < 0.018), father (p < 0.031) and at
least one adult (p <0.030). The contrast of group 2 to group I revealed a statistical
significance for confidence in mother (p <0.005), father (p <0.041) and at least one
adult (p < 0.030); the contrast of group 2 to group 0 showed a difference for
confidence in father only (p <0.050). It is worth mentioning the lack of significant
differences between children with much confidence in the mother and those not
reporting her at all. Also, the lack of association between children's self-esteem and
confidence in the teacher or in at least one peer is underlined.
4.3 Interactions
The above results showed that, in certain cases, the strength of the relationship
between self-esteem and another variable was not the same for both sexes. In other
words, the variable interacted with sex in its effect on self-esteem. In this section, we
examine these interactions in more detail.
Most interactions arose because the effect of the variable was significant only for the
girls, and not for the boys. The exception was locus of control. This was significantly
associated with self-esteem for both sexes; however, the relationship differed. For
girls, the slope of the regression of self-esteem on locus of control was steeper than
for boys (Figure 1). The significance of the difference between slopes was p = 0.017
and the details of the two regression lines are given in Table 28. Similar analyses
were carried out for family adaptability (mother's rating) (Figure 2; significance of
difference between slopes p = 0.003); family cohesion (child's rating) (Figure 3;
p = 0.003); quantity of father's care (Figure 4; p = 0.03 1), and lack of physical
effectiveness (Figure 5; p = 0.049). The details of all these regression lines are
presented in Table 28. In each case, the slope for boys did not differ significantly
from zero.
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4.4 Multiple Regression
Previous analyses examined the bivariate relauonships between self-esteem and
other factors taken one at a time, or the triivariate relationship between self-esteem,
another factor and sex. We now move on to examining multivariate relationships,
in the particular form of multiple regression analysis for examining the simultaneous
effects of other factors on self-esteem.
Table 29 presents the results of the first analysis, for the total sample of children.
The analysis was carried out using the forward selection method, in which the most
significant predictor of self-esteem is entered at each step, until no further predictors
are significant at the level p = 0.05. Nine predictors were selected by this method,
with R2 = 60.3%. The table gives t statistics for each predictor, as well as
standardized and unstandardized regression coefficients. We note that
intercorrelation between the predictors leads to some of the t statistics being rather
low; for example, the score on the lack of physical effectiveness factor entered the
regression as second most significant predictor, yet appears with p = 0.13 iii the table.
We next move on to separate multiple regression analyses for each sex and find, as
expected, that the factors significantly associated with self-esteem differ for boys and
girls. Table 30 summarizes these results. The only common factor was the locus of
control which, however, had a much stronger relation with self-esteem for girls than
boys. For boys, the forward selection method included only two other variables,
namely, mother's age and family support. For girls, four variables besides locus of
control were selected, namely, the score on the physical effectiveness factor, the
conduct problems score on the Rutter behaviour scale (parent), the child's weight, and
the mother-child distance in the repertory grid analysis. The greater strength among
girls compared to boys is shown by the much higher value of R2, namely, 73.8% for
girls compared to 54.3% for boys. (The adjusted R2, taking account of the fact that
the girls' regression includes more variables, shows a similar difference: 70.4% versus
51.6%).
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CHAPTER V.
Discussing the Results
In this chapter the findings of the current study are discussed in the light of the earlier
findings of other researchers. Particular emphasis is placed on the differences
identified between the sexes and, also, an attempt is made to determine the causes
of such differences.
Our finding of a lack of association between family socioeconomic status and
children's self-esteem is consistent with Rosenberg's and Pearlin's (1978) relevant
conclusion suggesting that children at this early stage are not yet exposed to the
class-related occupational conditions that help to shape self-esteem.
From the findings presented in the preceding chapter, it has been shown that in this
study girls, to a great extent, derived their self-esteem from the prevailing climate in
their families, while boys' self-esteem was, in general, unrelated to family functioning.
An important observation is that both daughters and mothers in the study perceived
more discipline in their families than the son-mother dyads. This gender-specific
difference may owe to the fact that girls are more susceptible to comply with
disciplinary rules. As far as the correlation between mothers' perception of overall
family adaptability with daughters' self-esteem is concerned, this may be explained
by the fact that when problems arise in the family context, girls share them with their
parents, thus making the handling of these problems easier. Hence, it appears that,
despite the fact that girls may not be aware of their contribution, they feel happy with
their parents' ability to adapt to new situations. With respect to the significant
correlation found between the difference of mother-daughter ratings on the
adaptability dimension of "leadership", this may be indicative of a tendency in young
girls currently to feel happier when mother and father assume leadership
interchangeably.
The above findings are in agreement with those of many other workers doing similar
research who have suggested that girls tend to be more family-oriented than boys,
88
and more sensitive to others (e.g., Prescott,1978; Felson and Zielinski,1989;
Forehand et aL,1991). However, the strong correlation found between girls' self-
esteem and family functioning may be perceived also as a dissatisfaction expressed
on the part of preadolescent girls about any restrictions set by the family upon them
while at the same time as an indication of the girls' need for independence but within
a cohesive and supportive environment (Noller and Callan,1986:105). Family
functioning is not influential on boys' self-esteem, except for the factor of support,
which is essential to them in order to do well with their age-specific activities outside
the family.
Another issue of interest was the finding in this research that boys' self-esteem is
unrelated to their behaviour problems. Conversely, girls' self-esteem correlated
significantly with their conduct disorders at home. The connection between girls' self-
esteem and conduct disorders at home might be an indication of the mother's
differential evaluation of children's behaviour problems, as a result of gender-specific
socializing practices. In this context, Forehand et al. (1991) reported that, by early
adolescence, girls may manifest an increase of difficulties because of being more
sensitive or vulnerable to disruptive peer reactions. In particular, these authors
claimed that physical changes, such as weight gain which occurs with puberty, may
lead to more difficulties for girls. Also, it was claimed that such difficulties may
account for an increase in emotional problems, such as depressive moods and
anxiety for girls between 12-16 years and a decrease of such problems for boys. It
would be likely then that, behind what on the surface to the teacher seemed to be a
"functioning schooling" for the girl, because she behaved well at school, in reality was
a hidden anxious child who at home disclosed herself in her individual manner
(Krugman and Krugman,1984). As a result of such conflicting experiences it would be
plausible for the girl to feel inferior compared to her male counterparts who acted out
freely their aggressiveness. On the other hand, boys are expected to manifest some
aggressiveness, which, in many cases, may even be evaluated positively by peers.
An explanation for this may be that children's self-esteem is associated with peer
status (e.g., Schneider and Leitenberg,1989); hence, it is possible that naughtiness,
aggressiveness or even delinquency can increase boys' popularity among their mates
and, ultimately, enhance their self-esteem (e.g., Rosenberg et aI.,1989).
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The reasons which may account for the lack of significance of association between
the total scores of behaviour problems for both sexes may be attributed to a number
of reasons. Among them the most plausible explanation may be that due to the small
sample size used in this study the results were only indicative of the potential
tendencies and were by no means conclusive. Another possible explanation may
be that the data were derived from normal populations, whereas the behaviour
questionnaires are usually administered to children with some behaviour disturbance.
In this context, the behaviour problems which were identified by the mothers and
teachers in children should rather be viewed as accompanying the difficulties that
most children undergo during the sensitive period of their transition to adolescence
rather than as more serious and permanent symptoms capable of influencing self-
esteem negatively. Nevertheless, the fact that girls' self esteem was found to be
influenced by conduct disorders and, more importantly, as research evidence in the
field of psychiatry points in the direction of an association between behaviour
problems and levels of self-esteem, the issue calls for further research using larger
samples.
Closely related to girls' effort to impress their teacher and school mates by behaving
well at school is a girl's concern to obtain high school marks. This is clearly
demonstrated in the significant association identified between school mark and girl's
self-esteem. An explanation which may account for this result may be that girls need
to prove that they are able to compete with boys whose school marks customarily are
better than theirs, thus strengthening their vulnerable self-esteem.
An impressive result in the present study was that, despite the fact that, with the
exception of self-esteem and behaviour problems, no other variable presented
substantial differences in the means and standard deviations among the sexes, when
we looked for potential interactions between the variables external locus of control
was found to be more strongly associated with low self-esteem for girls, while the
association was weaker for boys. The results of Cunningham and Berberian (1976)
in their research among 8-1 1-year American children showed even bigger differences -
between sexes, with high self-esteem boys scoring more internally than low self-
esteem boys, whereas high self-esteem girls scored less internally than low self-
esteem girls. However, Piers (1977) data among 12-to-16-year-old American children
indicated positive relationships between self-esteem and internality for both boys and
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girls. Also, results from a longitudinal study on the changes in the relationship
between self-esteem and locus of control indicated a positive relationship between
self-esteem and overall internality (Wallace et al.,1984). Commenting on the change
in the female subjects, who reversed the negative relationship between self-esteem
and internality which was found when they were first examined, Cunningham and
Berberian (1976) proffered the explanation that between childhood and early
adolescence changes are marked for the female subjects; hence, girls who possess
a high internal orientation may be in conflict with societal expectations, with lower self-
esteem resulting. Another possibility is that recent cultural changes have modified
female expectancies for control over social and academic reinforcers and the manner
in which these become integrated with self-esteem. It is worthwhile noting that, apart
from locus of control, our data also indicated that gender differences accounted for.
the relationship between self-esteem and some other variables, such as lack of
physical effectiveness, quantity of time father and child spent together, the child's
perception of family cohesion and the mother's perception of family adaptability.
Undoubtedly further investigation is needed to locate and explain the causes for the
lower self-esteem of girls than boys.
Our findings indicated a strong association of the self-esteem of both boys and girls
with social, primarily parental, support. This is compatible with that of a host of other
workers from the time of Rosenberg (1965) and Coopersmith (1967) onwards. The
majority of these workers have considered parental support almost as the sole source
of young children's self-esteem. The finding that parental support has a greater effect
on the self-esteem of girls than of boys agrees with Felson and Zieliski (1989) who
arrived at a similar conclusion in their longitudinal study on the effects of parental
support on changes in the self-esteem of children's aged 10-13 over a period of one
year. The new element brought by the present study is that, despite its importance,
the relationship between parental support and self-esteem is weaker than the
relationship between locus of control and self-esteem, which applies both for sons
and daughters, although the relationship is stronger for girls. We consider that our
finding demonstrates the increased importance for children to be able to change the -
environment to fit their needs, a trend which is particularly salient in the Western value
system today (Rothbaum et al.,1982:8).
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The lack of significant correlation between mother's real and ideal self and child's self-
esteem may owe to the fact that the mothers in this sample were 'normal' individuals
whereas Roger's theory supported that the discrepancy between the real and ideal
self referred rather to maladjusted individuals. Another explanation is that it is not
certain that the variable corresponds validly to the mother's self-perception as
intended. As to the significance of the correlation found between the distance of the
mother's image of her daughter, but not of her son, from her ideal self, this may be
indicative of the importance the mother's evaluation has for girls. In contrast, it
appears that boys are not concerned about how they are evaluated by their mothers.
Contrary to our expectations, there was a lack of association between life events and
children's self-esteem. However, this result is in line with a number of other workers
who have suggested that at early adolescence the outcome of events is perceived by
the children as beyond their control (e.g., Wiehe). Hence, even events such as those
implying loss, which in the literature appear to influence adult self-esteem, have no
effect on children (Rutter,1986:1079). Nevertheless, the fact that there is a tendency
for significance for girls and for a modest significance for boys in the association
between undesirable events and self-esteem suggests that, as children grow older,
the relationship may become more salient between the two variables.
It was surprising to this researcher to find that, contrary to her expectations, in this
study lack of attractiveness correlated more strongly with boys' self-esteem than girl's
and that lack of physical effectiveness correlated more strongly with girls' self-esteem
than boys'. This finding not only contradicts previous research findings suggesting
that female's self-concept is more dependent upon physical attractiveness and male's
self concept is more dependent upon physical effectiveness (e.g., Erikson,1968;
McCandless,1970), but also contradicts more recent findings, like those of Thornton
and Ryckman (1991), indicating that attractiveness and effectiveness do not appear
to be differentially important to the self-esteem of boys and girls. The idea of using
children's individual qualities as potentially influencing children to a negative self-
appraisal, hence to lower self-esteem, derived from an interactionist perspective
suggesting the way in which people's impressions of their appearance to others
influences their self-evaluation (Cooley,1964). Apparently, our results reflect the
fundamental changes in sex-role expectations and socialization which are currently
occurring in Western Europe, in general, and in Greece, in particular.
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The apparent absence of a significant difference between 'much' confidence and 'no'
confidence in the mother with respect to levels of self-esteem may be attributed either
to lack of a mother (one mother had died and two others had abandoned their child),
or to mother's inability to become a person of confidence to the child. However, it is
worth mentioning that a statistically significant difference was found between the
groups of 'much' and 'moderate' confidence in the mother. This result reveals a
strong need on the part of the child to feel complete confidence in someone who
masters the art of listening, and is able to offer good advice, guidance and protection
in every opportunity (Powell et al.,1995). Hence, whenever such a need cannot be
satisfied by the mother, children are likely to substitute her by another person,
preferably an adult, whom they can really trust. The reasons which may be thought
of as accounting for children's reluctance to trust the teacher are unclear. One might
argue that in Greece children's socialization is almost entirely the task of parents;
thus, most elementary school children hardly feel free to disclose themselves to
people outside the family environment. Another explanation might be that usually
teachers do not have enough time to deal with the personal problems of their pupils.
In this respect, some of the mothers in the interview with the present researcher
expressed complaints about the lack of a specialist who could provide support and
assistance to their children in school. The lack of significant difference between the
groups examined with respect to confidence in peers contradicts some earlier
research findings suggesting that confidence in peers exerts a substantial influence
on self-esteem, particularly during the middle elementary school years, when children
devote a large portion of school and play time to interactions with similar-age others
(e.g., Roff et al.,1972).
The reliability of the finding that father's involvement with the child's activities relates
to the daughter's self-esteem, needs to be interpreted with caution, as the relevant
information has been provided by the mother. Consequently, the mother's perception
of the father cannot be a measure of his behaviour independent of her perception
of both him and herself (Sears,1970). In addition, there is such a variety of methods
used in the various researches attempting to explore the role of the father's
contribution to the child's self-concept, that comparison between these studies
is difficult.
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An unexpected finding was the strong correlation between mother's older age and
a higher level of self-esteem in boys. This finding resembles that of Powell et al.,
(1995) who, in considering current theoretical work on female relational psychology in
a sample of 14-18-year-old adolescents, found that mother's maturity corre!ated with
a lower depression level in the adolescent male. No such correlation was found
between mother's age and depression scores for adolescent females. Although for
the present author is not possible to say whether there is a linkage between low self-
esteem and high depression scores in adolescence, or if there is, in what way the
findings in the two studies might be related to each other, it appears that the issue
calls for further investigation.
The likelihood of an association between low self-esteem in childhood and the
development of depressive mood in later adolescence, is an issue surpassing the
scope of this research. However, as our data have suggested that similar factors to
those found in the depression, namely, locus of control and support from others, have
the strongest association with the low self-esteem of the children examined, it appears
appropriate to emphasize the need for further research in order to clarify the linkage
between the two conditions (Moyal, 1977). A further issue in support of the link
between low self-esteem and depression may be the fact that gender differences
have also been identified in research dealing with children's depression (e.g., Rutter,
1986; Links, et al.,1989). In particular, Rutter (1986) reported that, while prior to
adolescence depressive symptoms were twice as common in boys, during - -
adolescence girls were twice as likely as boys to manifest such symptoms. For
Forehand, this gender-dependent reversal resulted from both an increase for girls
and a decrease for boys in depressive symptoms from pre-adolescence to
adolescence (Forehand et al.,1991:929). It appears that more research in depth is
needed to explain the subtle links between the two phenomena and propose effective
scientific methods for protecting children from the dangerous implications of being or
becoming depressed.
While the study of self-esteem and its correlates is in itself interesting and valuable
for our understanding of the child, adolescent and adult, this extension to examining
self-esteem's links with recognized disabling conditions is perhaps the most
interesting and important line for all future work in the area.
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Discussion
The discussion presented below encompasses four sections with the following aims:
• Linking the main findings of the present research to the theoretical underpinnings
established earlier.
• Presenting the social context within which gender operates from the point of view
of the gender differences found in this research.
• Evaluating whether the conclusions of the research add new knowledge in the area
examined, both at the theoretical level and practically with regard to policy.
• Considering further research needs in the light of the investigation presented here.
(I) Linkin g Main Findin gs to Theoretical Underpinnings
The present thesis has been based primarily on symbolic interactionism, the
underlying perspective of which has served as the foundation for almost all
sociological thinking about the self (e.g., Turner,1978; Rosenberg,1981; Callero,
1985; Weigert et al.,1986; Thoits and Virshup,1997). In particular, it was underpinned
by the classic work of James (1890), Cooley (1902) and Mead (1934), all of whom
indicate that both self and society are created, sustained, and changed through the
process of symbolic communication (Thoits and Virshup,1997). In addition, the thesis
was based on the assumptions of some more recent authors, such as Brissett (1972),
Franks and Marolla (1976) and Gecas and Schwalbe (1983), who challenged the
omnipotence of symbolic interactionism in the formation of a sense of esteem for the
self, pointing also to the possibility of evaluating ourselves from our actions and their
consequences and from our accomplishments and the products of our efforts (e.g.,
Franks and Marolla,1976; Gecas and Schwalbe,1983). The earlier theoretical sources
consist mainly of abstractions based on observed facts, and served to clarify the
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concept of self-esteem thus providing reliable material for interpreting the general
findings of the study, whereas the later sources, having to do more with putting
theories into practice, served to explain the findings from a more realistic stance
reflecting the trends in a changing contemporary society.
Theories are customarily grounded on inferences drawn from the results of
experiments and with the laws or the theories that explain them; hence theory
and its practical application reciprocally affect and shape each other. In this
understanding, we thought appropriate, in addition to classic theories, to resort
also to some previous analyses of the causes accounting for the variability in
self-esteem among individuals as seen through the perspective of the time when
the phenomenon has been analyzed; since, despite the fact that the truths of
classic theories remain unaltered over time, the social contexts within which
psychosocial phenomena such as self-esteem operate are changeable. Therefore,
the interpretation of self-esteem data should be made each time anew and with
particular caution as, in a way, reflect the sociocultural conditions of the societies
within which researches are conducted. In this section, the general findings of the
current study are attempted to be linked to the interactionist perspective, as already
discussed. Furthermore, an attempt is made to explain the findings in the light of
the changing perspectives of modern societies.
In general terms, the results of the present work are in line with the symbolic
interactionist perspective described earlier in this study. There is, however,
substantial divergence from Cooley's "looking-glass self" metaphor, where the
active role of the individual in maintenance or enhancement of self-esteem tends
to be neglected in favour of an overly "passive and oversocialized" view of human
beings. Our finding indicating a high positive correlation between self-esteem and
internality of locus of control suggests that, in parallel with parental support, children's
self-concepts are also based on their efficacious actions in the world (Gecas and
Schwalbe,1983:78). However, one may argue that, in fact, the symbolic
interaction 1st school of thought advocated strongly the active and creative vision of
man. James (1890) first formulated the concept that individuals relate their self-
esteem to their ability to bring about desired effects corresponding to their aspirations
(e.g., Brissett,1972; Harter,1985). Mead (1934) viewed as a prerequisite for the
development of self the effectiveness of the individual to take many different roles in
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an effort to adopt the real or imaginative role of the other towards itself, while
emphasizing the importance of the role-taking process for the child's successful
incorporation into the context of an organized situation (Mead,1934). Even Cooley
(1964 [1902]) saw the reflected appraisals of others as constituting only one of
several processes of self-concept formation, whereas his discussion of self-
appropriation in childhood emphasized both the active and assertive nature of the
self (Gecas and Schwalbe,1983). Finally, Goffman, as reported earlier, alluded to
efficacious action as a basis for self-esteem, although his emphasis was on the
importance of social interaction through "impression management" and "interpersonal
manipulation" processes (Hamachek, 1992:2).
Efficacious action attracted the interest of many workers who devoted significant
attention to a dual approach to self-esteem, namely: a) reflected appraisals of
significant others in one's social environment in the form of social approval, and
b) the individual's feelings of efficacy and competence derived from the perceptions
of the effects one has on one's environment (Franks and Marolla,1976:325). The
significance of this dual approach to self-esteem derives from the growing recognition
that a one-sided emphasis on social approval or the "looking-glass self' reflects a bias
toward what Wrong (1961) has described as the "oversocialized view of man" that
Turner (1 962,1968) has identified as the passive model characterizing current
research on self-conceptions (reported in Franks and Marolla,1976:325). Hence,
Franks and Marolla concluded, researchers should apply a broader, less one-sided
approach to self-esteem than the one that classical theorists traditionally have
applied, "one which emphasizes its active, as well as its reflective antecedents"
(Frank and Marolla,1976:325). Our finding indicating that both lack of social support
and externality of locus of control are the two most influential factors for low self-
esteem in preadolescence are in support of the above position. Despite the fact that
these findings are not new in literature, it was thought worthwhile to discuss them at
some length due to their great importance for the well-being of children in particular,
and society as a whole.
As regards the first of the above factors, social support, which for the majority of
researchers includes parental behaviours such as praising, approving, encouraging,
helping, cooperating and expressing conditions of endearment and affection, has
been viewed as particularly influential on the child's self-esteem (e.g., Rosenberg,
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1965; Coopersmith,1967; Gecas. 1972; Bachman.1972; Barber and Thomas, 1986).
In our judgment, apart from the above parental behaviours, a wider spectrum of
supportive influences experienced by the child from its birth onwards should also
be included. For example, attachment to mother's figure and nurture, the sense of
trust and security that the child derives from its caretakers are supportive in forming
the ground on which a combined emotive-cognitive orientation to others and self-
identity emerges (see relevant discussion on Bowlby's and Giddens' relevant
approaches in sections 1.2.1, and Sallivaris' approach in section 1.4). Hence, the
high correlation found in our sample between lack of social support and poor self-
esteem is indicative of the powerful influence that parent-child interaction exerts in
the subsequent development of a 'healthy' personality which is a prerequisite for any
further development. In this context, Maslow's (1954,1976) theory of a uhierarchy of
needs" suggests that one's basic (e.g., feelings of being loved and wanted) and
physical (e.g., bodily and safety) needs have to be satisfied first, in order that one can
feel good about oneself. On the other hand, the high positive correlation which was
found in this study between internality of locus of control, i.e., the child's feeling that it
is able to cause intended outcomes of its actions (e.g., Weisz et al.,1987:58), and a
child's self-esteem, might be said to corroborate the second scale of needs in
Maslow's theory, namely, the intellectual needs of the individual. More specifically,
the theory implies that only after one has established a positive self-esteem is one
able to develop intellectual needs, namely: a) self-actualization, in which achievement,
self-fulfillment, and creative expression are included, and b) the ultimate achievement
of impartial understanding, when a person is able to look beyond the self and care
about wider problems, such as the search for truth, morality, and rationality.
Although the theory makes no reference to the dimension of locus of control per Se, in
our judgment this omission owes to the fact that in Maslow's era the term had not
been coined yet; nonetheless, it appears that the notion was implicit under the
broader umbrella of the concept of self-esteem. It is pointed out, however, that
the two concepts by no means always coincide, because it makes a great deal of
difference if a placid child enjoys an agreeable level of self-esteem as a result of
receiving generous supplies without doing much to earn them, or a more active child
feels confident as a result of being able to elicit esteem from others by competent
performances (Franks and Marolla,1976:327).
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Preadolescence, is a period when a child needs to try hard to prove that he or she
is a person of worth meriting recognition and reinforcement from significant others
thus enhancing self-esteem. Nevertheless, in these days, a discrepancy may be
found between the standards children set for evaluating themselves and the
expectations of the school and parents. As a result, children may receive
contradictory messages as to the kind of outcomes they should intend to cause
in order to elicit favourable evaluations from significant others.
Conventionally, control beliefs developed and, to a certain degree, were consolidated
within the family, thus reflecting parental child-rearing goals in determining their
behaviour when they performed the difficult developmental task of giving support,
direction and guidance to their children to help them find their place in society.
It has been claimed that one of the crucial challenges for parents is to adjust their
parenting practices to the child's developmental status, in the purpose of instilling
and guiding the interna' processes that gradually enable children to participate as
independent but also interdependent selves in various settings within the social
system (Schneewind,1995:138-140). However, parental goals are tied to particular
cultural and sub-cultural values that parents themselves experienced while
undergoing their own socialization. They may not be functionally relevant any
longer for the integration of children into current society; hence, children may face
the danger of a discrepancy between, on the one hand, the traditional values of their
parents and, on the other, the changing ways of children's life (Zinnecker,1995:92).
As a result, children may realize that conventional expectations have become
obsolete, therefore, they may use their imagination, creativity and competence to set
new standards, which are likely to differ in many respects from the traditional
standards of their parents.
Analyzing the reasons for the discrepancy between parent-child ways of life,
Zinnecker (1995) postulated that present-day children living in Western European
societies without war differ considerably from their parents mainly in two respects:
the educational reforms and the prosperity witnessed in these societies after II World
War. Thus, a recent representative survey of German children aged 10-13 found
that 50-60% of all children have firm philosophies of status acquisition at their
command. Apart from their educational qualifications, they practise particularly
creative skills, especially sports and music, whereas about half of them are active
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members of clubs and organizations. Such activities have proved to be highly
effective in motivating children to achieve well at school. In addition, these children
have an interest in cultivating the arts, they are distinct and original characters, far
from being grown-up 'standard people', and they think of themselves as of having
a superior morality to their parents. These findings may apply to all children in
Western European societies; however, it would be desirable for similar research
to be conducted in each society separately, so that adults could understand young
children better, It is pointed out here that one's locus of control plays a powerful
role in one's attempt to adjust a pie-existing situation to one's personal needs.
The likelihood of success of this process depends largely on the individual's self-
efficacy and ability to anticipate outcomes through planning, initiation and regulation
of goal oriented action (Flammer,1995:69).
The discrepancy between parent and child ways of life may be attributed, to a great
extent, to the dramatic changes which are taking place currently all over Western
European societies, as a result of modernity and globalization. Under the new
regime, in the words of Giddens, "the individual feels bereft and alone in a world in
which she or he lacks the psychological supports and the sense of security provided
by more traditional settings" (Giddens,1991:33-34). As can easily be understood,
these changes may have influenced negatively the relationships between parents and
children, inasmuch as today's preadolescents grow up in societies which had been
transformed before they had even been born, whereas many of their parents insist on
keeping their traditional customs and values and refuse to adjust themselves to the
new era. However, the consequence of such conflicts may prove beneficial for
preadolescents, if the latter succeed in persuading their parents to stop restricting
their freedom to act on behalf of themselves, pretending that children lack
responsibility, capacity and competence, and therefore need to be protected for
their own good (Quortrup,1997:86).
It is noted that views like the above derived from the theory of the social system of
Parsons and the interactionism of Mead and the Chicago School of thought, in which
the process of socialization was conceived as a stage when the social regulations
are internalized in the form of a transactional negotiation that occurs when individuals
strive to become group members (see James et al.,1998:25). However, this kind of
socialization, in fact, is a perspective on adult socialization; the individual child's
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personality is viewed as continuous with the goals and means of the society itself,
whereas childhood is treated as a preparatory stage when the child is "gradually
equipped with the competence to participate in the everyday activities of his cultural
partners and eventually as a bona fide adult member himself" (Speier,1970:208).
Referring to the implications of this version of socialization for children, James and her
colleagues observed that the potential for the expression of the child's intentionality
was constrained through the limited number of choices that were made available in
social interaction (James et al.,1998:24-25). Hence children were considered as
passive objects and helpless spectators in a pressing environment which affected
and produced their every behaviour (Hardman,1973:87).
Things have started to change with the children's liberation movement of the
1960s which sought new strategies of resistance to oppression within the Western
industrialized nations, which until then perceived the family as an oppressive
institution and the School as a "central paradigmatic institution of authority in its
own right, and as the main means by which ideologies of deference to authority
and hierarchy were transmitted to the young" (Archard,1993:46). The children's
liberationists basically demanded a non-authoritarian, cooperative form of education,
which would allowed the child to "give free expression to its own nature" (ibid.).
Despite the fact that it has been acknowledged that children's socialization and
education have improved since the children's liberation movement, children have not
acquired all the rights they deserve yet. In this regard, Archard proposed that two
kinds of things need to be taken into account when rearing and educating a child.
Firstly, developing in the child certain basic cognitive skills such as the capacity to
reflect, deliberate and argue, as well as the ability to acquire knowledge about itself
and its world and, secondly, giving the child knowledge of the choices it may make in
its later life, and providing it with the means to realize them (Archard,1993:151-152).
To sum up, the preadolescents examined in our sample evaluated themselves in
accordance with both, a) the support they felt they received from significant others,
and b) perceived personal efficacy in making causal contributions to their own 	 -
psychosocial functioning through mechanisms of personal agency (Bandura,1995:2).
These findings confirmed the symbolic interactionist approach to self-esteem, while
indicating an increased tendency toward internality of locus of control. The latter
finding may be justified by a more general turn which has recently been witnessed
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all over Western European societies towards individualism. This is a noticeable
result given the fact that Greek culture, traditionally, has been collectivist, i.e.,
promoting the view that people belong to in-groups which demand loyalty, from
which members cannot easily free themselves. In return, people receive protection
from the in-group. The high correlation between internality of locus of control and
self-esteem may suggest that, with some delay, Greek culture is gradually becoming
assimilated to the widespread model of individualism, which promotes the view that
people look primarily after their own welfare and their immediate interests. It appears
that, as has been already discussed earlier, the latter view is more in step with the
globalization of our time.
(ii) The Greek Social Context
The study of self-esteem in Greek preadolescents merits special attention because
of the peculiarities of the complex network of traditionally conserved habits, usages,
and attitudes characterizing the social world within which it develops. This section
contains a brief description of the social context within which gender operates from
the point of view of the gender differences found in our data. Before that, it was
thought appropriate to refer briefly to the social position of the Greek woman
historically. Also, brief reference is made to the principles which Greek people
respect and according to which regulate their behaviour in order to evaluate
themselves positively.
The Greek view of woman varies according to the time and place involved. For
example, the Greek mythology presents the Amazons as female warriors, skillful in
handling a bow, not needing men except as sexual partners. During the Neolithic to
the Early Bronze Age period there is evidence of "matrilinear inheritance, the sexual
freedom of women, the goddess as supreme deity, and the power of priestesses and
queens" (cited in Lindsey,1997:95). In the period of Golden Age a more egalitarian
society emerges in which gender stratification is unknown. Over time, however, the
matrilinear system is replaced by a patrilinear system, but women still maintain a
degree of power and prestige.
Nevertheless, except from religion, most of the Greek world considers women as
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inferior in political, social and legal domains. Referring to the social position of the
Athenian woman, in his Politics, Aristotle explicitly states that a husband should rule
over his wife:
"Man is full in movement, creative in politics, business and culture.
Woman, on the other hand, is passive. She stays at home, as it is her
nature. She is matter, waiting to be formed by the active male principle...
Man consequently plays a major part in reproduction; the woman is merely
the passive incubator of his seed". (cited in Lindsey, 1997:96)
As a group, women were classified as minors, along with children and slaves.
In essence, husbands and male kin held the power of life and death over women.
Athenian society did not tolerate women in public places except at funerals and
all female festivals; for most part they remained secluded in their homes; their
freedom of movement was restricted and close supervision was kept over their
sexual activities. The only women who were admired in this world of men were the
hetairai, that is, high level courtesans who were thoroughly trained for their work
when they were young girls. The subordinate position of Athenian women extended
to most of the Greek world, with the exception of Spartan women who enjoyed a
higher degree of freedom, as Sparta was always at war or preparing for it, therefore,
women were left alone much of the time. But, in general, subordination and
suppression was the rule, and "the vast majority of women existed in a legal and
social world which viewed them in terms of their fathers, brothers, and husbands"
(Linsey, 1997:97-98).
Until the early nineteenth century Greece formed part of the Ottoman Empire.
As a result, it was perhaps less subject to the rapid evolution experienced by the
other Southern European societies. The fact that Greece was an enslaved nation
which for four hundred years resisted the conqueror contributed to strengthening
the family ties of the patriarchal style of life as well as relevant customs, proverbs,
myths and religious practices (Dragonas,1983:9). In those days, all family members
were assembled under the leader, primarily the father or a brother, who was highly
respected and obeyed by every one, It has been suggested that it is through this
powerful family cohesion that the members of the community could confront the
misfortunes and calamities of so many centuries (Vacalopoulos,1973).
Interpersonal relations between family members were ruled by interdependence
based on values such as filotimo, love of honour, and egoismos, a word synonymous
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to self-esteem (Sant Cassia and Bada,1992:51). According to Vassiliou and Vassiliou
(1971), for Greeks, filotimo is the most significant element of their self-conception,
particularly because of its consistency with an acceptable behaviour within the ingroup
(cited in Kataki,1998:53). Furthermore, these writers claimed, Greek people associate
filotimo with such concepts as: honesty, respect, love, conscientiousness, morality
and duty; also, the concept encompasses such values as: respect and obedience,
sincerity, success, progress and humaneness. Through filotimo each member of the
ingroup is expected to invest all his or her energies in the service of the common
goals, thus contributing to the family's horiourable status and progress (Dragonas,
1983:10). It is noted that the above concepts, honour and progress, are fundamental
goals for the ingroup. Thus, in the traditional milieu, most concepts are seen in terms
of collective goals, and the individuals are evaluated in relation to their family
memberships (Campbell,1964). The perceived antecedent of both success and
progress is cooperation (Triandis 1 l972) which is characterized by interdependent
practices, whether at the level of the community, the family or the peer group
(Polemi-Todoulou, 1981).
The concept of interdependence has a strong bearing on the development of self-
esteem, in the sense that it deprives the individual from the possibility of pursuing its
own goals. In the traditional milieu, the individual from its early age has been
socialized in such a way that he or she is ready to accept the values, goals and mode
of behaviour which have already been adopted by the ingroup; hence the roles and
'proper ways' of behaviour conform to the accepted codes of good manners governing
the relationships within the family and the wider society (Dragonas,1983:5).
Responsible behaviour, in this milieu, makes sense only in relation with the common
goals of the group in which the individual belongs; hence, in order that one can be
respected by others one needs to have accomplished one's duties towards others
first; only then, one deserves to fee) positively towards oneself. The roles of the men
and of the women are complementary and clearly defined. Research has shown that
the male role most of the times is dominant and superordinate, whereas the woman
always takes the subordinate position (Triandis et al.,1968). Hence, a woman's
personal interests coincide with those of the group, and by attending the needs of
others the woman satisfies her own needs (Dragonas,1983:32). Nevertheless, there
is no evidence of any conflict arising between the spouses with respect to gender
roles. It may be assumed then, that in those days, women were reconciled with the
104
idea of having a lower social status than men, a condition inherited to them from their
remote fema(e ancestors.
The new Greek State was created in 1830; however, the country's misfortunes
continued for another hundred years until 1922, when Greece's unsuccessful attempt
to capture Asia Minor from Turkey ended in failure and the forcible settlement of over
a million refugees in its territories (Pentzopoulos,1962). Since then, Greece has been
through major crises, such as: wars, dictatorships, internal struggles, the rise and fall
of the monarchy. The already burdened situation was further aggravated by the
country's more general instability in many respects, like its geographical position,
territorial lie, history and politico-economic factors (Kataki,1998:39). Considering
the hardships that Greek people lived through all these years, it may be assumed
that Greek women had not even thought of protesting against their subordinate social
position; hence gender role differentiation perpetuated and the perspectives for Greek
women continued resembling those in Aristotle's days. Makryniotis' (1986) review on
the Greek textbooks of the period 1834-1919 is revealing in this respect.
In general terms, these books presented the mother as being dedicated to the
upbring of children, whereas the father's duty was to provide for his wife and children
who were depended on him for material support and protection. Gender was a
determining factor not only for the division of duties between the spouses, but also
for the duties of children who were expected, the son, to succeed his father in the
labour market providing for the family, the daughter, to replace or coexist with the
mother helping her and learning from her. Until early in the 20th century, the woman
was not meant to work outside the home save only under extremely adverse
conditions, such as the death of the husband, or serious financial difficulties. Despite
the fact that in the West the general attitude towards a woman's socially acceptable
position had started to change, in Greece, the only jobs which were appropriate for a
woman to do were those of a teacher's or a midwife's. Furthermore, the female and
the male students were provided with differential training which intended to prepare
the children so that they can eventually assume their gender-specific roles, as these
were determined by the social system of that era. Hence, the girl who was destined
to become a wife, a mother and a housewife, was taught sewing, knitting and
embroidery at school (Makryniotis, 1986:138-168). Interestingly, until recently the
daughters in Greece have been socialized to similar values and perspectives, namely,
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of a 'nikokyra' producing kentimata, lace and embroidery items of all sorts, "which
symbolized the independence of their matrimonial state and demonstrated their
chastity and virtue" (Sant Cassia and Bada,1992:223). However, our finding showing
that girls strongly related their self-esteem with family functioning is likely to indicate
that the preadolescent girls in this study strongly disagreed with the female stereotype
of one century's ago. Conversely, like in the past, the boys' self-evaluations were
unrelated to family functioning, probably, in view of the fact that caring for the family
has always been considered by men entirely a female task.
lindustrialization and the rapid and increased urbanization, which started in America
at the turn of the 201h century, transformed the traditional way of life radically. In the
new regime, the emphasis was placed on the individual who was now preoccupied
with his or her own self rather than with the needs of others; roles, ways of behaving
and values were no longer "uniform, uniconceptual and sequential", since they were
not any longer representing "a collective value-orientation and normative behaviours"
(Dragonas,1983:36). The technological milieu which was brought about as a result
of industrialization and urbanization appeared in Greece not earlier than three
decades ago causing a general upheaval in the country's social life. A new
conceptualization of man's destination and his role in the family and society emerged
which placed the Greek people before the basic dilemma of having to choose
between an individualistic or a collectivist course of life. Analyzing the reasons
accounting for this crisis, Kataki contended that the deep reclassifications of the last
few decades threw doubt upon the principle of collectivism on which, since Byzantine
times, Greek people had grounded their cultural identity (Kataki,1998:38).
In the new milieu, the socializing role shifted from the ingroup to the nuclear family,
mainly the mother, while the man who previously, in addition to his contribution to the
family budget enhanced his wife's prestige and social position, was now limited to
producing money through wages (Dragonas,1983:38). Masculinity and fathering have
been connected in various ways in different historical periods. Traditionally, power,
authority, and status were associated with parental role, especially with the father
as patriarch. Being a father has been associated with such masculine qualities as
virility and potency and "in the golden age of the nuclear family fatherhood meant
being a good provider which again was strongly associated with masculine honour
(Brandth and Kvande,1998:299). Thus, a real man was a good provider for his wife
106
and children; however, this writers argued, the distant breadwinner model of fathering
does not satisfy any more contemporary demands on fathers (ibid., p.310). Related
to this is the data from a research conducted in the 1970s in Athens (Isambert and
Hourdakis, 1975) indicating that the Athenian children perceived the father as the
person whose sole mission was to bring money home, expressing at the same time
dissatisfaction about this situation. Our data confirmed in part this result, indicating
that the daughter's self-esteem, but not the son's self-esteem, was influenced by the
quantity of time father and child spent together.
Even more serious the implications of the technological milieu were for the mother,
who was left with the socializing task entirely on her hands and herself searching
for a new identity. In fact, the mother shifted from her traditional female role of
obedience and attendance to the needs of her husband towards an unclear
perception of her role; as a result, she often was found to look unhappy in her role
as a housewife viewing herself as being exploited, victimized and useless; but did
not look happy with her role as career-woman either, as her vocational goals were
usually met with her male colleagues' reactions (Dragonas,1983:44). Overall, the
Greek mother seemed to be trapped between struggling to gain the upper hand in
the matrimonial relationship, her children, her carrier, and society at large (Christea-
Doumani,1978; Conger,1981; Vassiliou and Vassiliou,1982; Dragonas,1983).
Although the above description may not entirely correspond to the model of a typical
woman of today, our finding indicating that the preadolescent girls disagreed with their
gender-role stereotype points in this direction. Specifically, these girls perceived
themselves inferior in certain domains which traditionally have been related with
certain male competencies, such as: internal orientation of locus of control and
personal ability and effectiveness. Besides, they were critical towards the way their
family functioned, thus implicitly expressing their desire to alter the female stereotype
as devoting their time to the service of others instead of being independent and
autonomous individuals.
Considering the role of children in the Greek family, a number of writers have
concluded that the Greek family is 'child oriented', and that the child serves as the
'central pillar' of marriage in holding the family together (e.g., Spinelli et al.,1970;
Christea-Doumani,1978; Kataki,1998). Furthermore, a variety of studies have shown
that Greeks are loving and protective parents, providing their children with generous
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supplies: in return, children are responsible about succeeding in school, thus
contributing to the happiness of their parents who are firmly convinced that only
through education one can expect to succeed in life (Kataki,1998:70). For Greek
parents, planning in regard of the education of at least one of its offsprings is a 'family
affair', for the prestige of an educated son would reflect on the social advancement of
the entire family: in the absence of a son, however, a daughter is used as a substitute
for the fulfillment of the family's ambition, It should be noted here that until recently, in
Greece, a son was preferred over a daughter; hence, social advancement was much
more feasible for a boy than it was for a girl. For Dragonas, the reasons for such a
preference were "not only clearly psychological but also strongly socioeconomic"
(1983:34). The anxiety and pressure for the child's school performance is
overwhelming and a large portion of the family income is spent for children's
education, within the country or abroad. In school, children are thrown into
antagonistic relations in the context of an overemphasized academic competition,
which some times leads them to impasses due to a growing disparity between, on the
one hand, the old principle of interdependence and, on the other, the newly
introduced value of independence, that is, the capacity to act as a unit (Dragonas,
1983:33-45). The strong positive relationship which has been identified in our data
between internality of locus of control, a concept related to the capacity of acting
independently, and self-esteem in both girls and boys, indicates the great importance
of this variable for the development of a high level self-esteem in present-day's
preadolescents. The finding that the relationship was stronger in girls than in boys
may be indicative of the additional effort that girls have to make in order to alter their
stereotypical image as timid, uncreative, unambitious and inactive (Lindsey,1997:273).
Besides, the correlation found between conduct disorders at home and school mark
with the girl's self-esteem may show that girls suffer more than boys as a result of the
above mentioned academic competition.
At this point, reference should be made to the delayed vindication on the part of the
Greek women of equity between genders. In his book "The woman in the 20th
century", Karzis pointed out, that the first signals of change in the status of the Greek
woman appeared not earlier than a few decades before the turn of the century. The
first female students entered Athens university in 1920; women acquired the right to
vote in the general elections, by law, in 1952, whereas equal rights to men's were
given to women in 1975. However, it is the period between 1981 and 1986 that has
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been characterized as the milestone in the history of women's liberation movement in
Greece, as at that time a feverish legislative activity was set up in support of women's
rights (Karzis,1993:247-253); since then, the social position of Greek women
improved considerably, although there is much to be done before their demands
are entirely satisfied.
It is admitted that in recent years, some progress has been made towards putting
an end to discrimination between the sexes. However, as James (1993) noted,
despite changing family structures and parental roles, it appears that children
continue to stick rigidly to stereotypical gender roles. The explanation given for this
phenomenon is that there is a great deal of difference between "the meaning implicit
in what parents do" and "simply what they do" (Henshall and McGuire,1986:156).
Such ambiguous parental attitudes are likely to undermine girls' self-esteem. From
our point of view, this ambiguity owes considerably to the fact that equity between
the sexes has been established only in the words; in effect, not only men, but also
women all over the world recognize men as superior than themselves in many
respects. For example, in a study investigating how fathers construct their masculine
care-giving (Brandth and Kvande,1998), although the couples examined were all
committed to equality on the basis for their family work, there was a clear tendency
in the mothers to give the masculine care higher status than their own maternal
practices. It has been concluded that:
"the general social inequality in gender status and genderideology
	 -
continues to dominate the shaping of parental practice giving the
activities of the father the higher status" (cited in Brandth and
Kvande, 1998:297)
The remaining part of this section focuses on gender-role socialization and the
potential impact this may have on children's self-esteem.
Following cognitive development theory, the development of gender role is linked
to children's perception of adults behaviour. Thus, 8- to 12-years-olds expect
parents to respond according to traditional instrumental-expressive gender role
stereotypes: in turn, parents perceive the competencies of their children in such
areas as mathematics, English and sports in terms of their children's gender; as a
consequence, parents respond to their children based on their gender-stereotyped
beliefs, irrespective of whether these correspond to any real differences in the
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competencies of their children. According to the writer, the primary socialization
experiences in the family provide the basis for gender role identity in later life; in
her words: "even with the shift in gender role patterns we are now witnessing, our
responses will be based on these early family influences" (Lindsey,1997:68).
Family life paves the way for the next major agent of continuing socialization, the
educational institution in the context of which simultaneous processes are occurring
sending different messages which, potentially, may have harmful consequences for
children (Lindsey, 1997:272). The message that is communicated to girls very early in
their elementary school life, is that they are less important than boys with respect to
achievement. However, McCormick argued, there is no empirical evidence to suggest
that girls have lower IQ and competencies; rather, McCormick argued, the assumption
of a superiority of boys over girls in the domain of educational achievement owes to
teacher's expectations and self-fulfilling prophecies. For example, when boys are
criticized for inadequate academic performance, the inadequacy is attributed to lack of
effort rather than intellectual defect; hence the self-esteem of boys is protected since
they learn that more effort and less disruptive behaviour in the classroom will remedy
the inadequacy. Conversely, girls' self-esteem declines as a result of teacher's belief
that more effort will not make up for their academic problem (McCromick,1994:58). As
a result of such biased treatment, many girls may start to believe that they have less
intellectual ability than boys (e.g., Boudreau,1986; Sadker,1990). Bell (1988) claimed
that apart from the power of teacher's expectations and self-fulfilling prophecies on
the achievement of female students, the teacher also fails to recognize the 'double
bind' in which females are entangled because of their socialization. Describing the
reality of most girls' experience Bell states:
'One aspect of this bind is that girls are caught between feminine sex
role expectations and achievement norms for which boys, not girls, are
socialized. When measured by this male standard, girls are found deficient
in many areas considered important to high achievement motivation. This
framing of the problem leads to solutions that require girls to adopt the
achievement behaviour characteristic of a male sex role stereotype".
(cited in McCormick, 1994:58)
As a result of the teacher's failure to respect and support the different values that girls
bring to school the self-esteem of some girls may be shaken; hence, Bell concluded,
the solution to this problem, lies "in changing school culture rather than female
behaviour" (ibid.).
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Another factor indicating the greater importance attached to boys than girls is the
curricular material upon which most time in elementary school is spent. Over thirty
years of research on a variety of such material has proved that girls are in essence
invisible or, at least, play insignificant roles (e.g., Cooper,1989; Grossman and
Grossman,1994); also, girls are usually depicted in children's books as helping their
mothers, while are rarely mentioned as making any meaningful contributions to
history, science, or government; on the contrary, the boys are depicted as doing
interesting and exciting things (e.g., Best,1983; Heintz,1987; Purcell and
Stewart, 1990).
Weitzman and her colleagues conducted (1972) a pioneering study on female
invisibility and the conclusions from their thorough examination of children's picture
books were summarized as follows:
We found that females were underrepresented in the titles, central roles,
pictures, and stories of eveiy sample of books we examined. Most children's
books are about boys, men and male animals, and deal exclusively with male
adventures. Most pictures show men singly or in groups. Even when women
can be found in the books, they often play insignificant roles, remaining both
inconspicuous and nameless. (Weitzman et a!., 1972:1128)
Furthermore, women in these books are portrayed as being dependent, cooperative,
passive, submissive, and nurturing, whereas men and boys are seen as independent,
creative, explorative, aggressive and active. Considering the fact that Weitzman's
study is now nearly three decades old it would be expected that the instructional
materials are today more thoughtful of the increased roles of many women and some
men. The research evidence is confused in this regard. Some writers view that the
books children read today continue to present characters concurring with traditional
gender roles (Williams et al.,1987), whereas others, like Clark et al., (1993), opt that
less stereotyped portrayals are evident with male and female characters depicted in
more egalitarian roles (reported in Lindsey, 1997:272).
Television is a powerful source of socialization, especially for a child who may spend
up to one-third of the day watching TV (Lindsey,1997:70). In particular, television
images reinforced by the other mass media, like movies, magazines and popular
songs, influences children's self-images by reproducing gender stereotypes. Thus
for example, in a major study of commercial children's TV programs it was found
that children see more males in significant roles, whereas women are depicted in
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minor roles with little responsibility for the outcome of the story. On the contrary,
males are depicted in a variety of occupations, primarily professional ones, requiring
decision making (Barcus,1983:39); besides, men are shown to be in control of most
situations, willing to accept the consequences of their actions (Downs,1981). It may
be assumed then, that the stronger correlation found in our data between external
orientation of locus of control and the self-esteem of girls compared to boys,
to a certain degree, owes to the more frequent portrayals of men than women in
significant and responsible roles. Finally, the male characters portrayed in television
exceed in number those of females. For example, in a program recognized for its
excellence in educating and entertaining, it was found that male characters
outnumbered women almost four to one (Lindsey,1997:330). Hence, despite the
considerable changes in gender roles witnessed approaching the turn of the century,
a number of writers concluded that television persists in presenting stereotyped and
sexist images (e.g., Hansen and Hansen,1988; Alcock and Robson,1900;
Gerbner,1993; Kahan and Norris,1994). The explanation given for this paradox was
that: "the media are entrenched in a broader social system that supports the notion of
female subordination" (Lindsey, 1997:333).
To conclude, our finding showing that, compared to boys, girls evaluated
themselves less positively confirms similar results of other researchers the majority
of whom concluded that the lower self-esteem of girls derives from social and
cultural influences (see relevant discussion in section 2.1.3). Consequently, it
appears that the discrepancy between the present findings and those of a few
decades earlier when, as Wylie (1979) reported, there was no evidence of a
relationship between gender and the self-esteem of children stems from the
differential socialization experienced by girls and boys, which tend to restrict the
range of experience for girls but broadens it for boys (Black and Robins,1993:920).
Hence, the lower self-esteem of girls may owe to the contradiction found between,
on the one hand, the changing attitudes of the feminine roles and, on the other,
persistence of traditional socializing practices. Another explanation may be that
gender socialization may foster sex differences in children's self-evaluative
factors. For example, girls may take greater responsibility for their failures than
boys, viewing their failures as due to lack of ability or effort, which may have
psychological implications; or, girls may feel more compelled than boys to meet
externally set standards, feeling that their self-worth is contingent upon pleasing
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others; this, however, may lead them to evaluate themselves negatively, or even
worse, to experience anxiety, and depression when they are unable to exhibit a
socially approved behaviour (Pomerantz and Ruble,1998:458). The implications
of differential socialization of children is a seriously under researched area and
much work needs to be done here.
(iii) Evaluatinci the Research
Having completed this thesis we will attempt to evaluate as to whether our initial
targets have been accomplished, namely, contributing to the development of both:
a) theory in this area and b) deriving implications for policy and practice.
As regards the first target, developing theory in this area, we consider that the
theoretical part of the study enables the student to develop an integrated picture
of the factors involved in the origination and development of a sense of self, as well
as those which, in interaction with the former factors, determine in a later stage the
way in which each child evaluates itself. Although the present thesis has by no
means exhausted the myriad influences - universal, gender-specific and unique -
that lead some children to feel good about themselves and other to feel worthless
(Block and Robins,1993:921), we believe that it contributes to a better understanding
of the phenomenon in question and suggests the need for developing a theory of
the determining factors of children's attitudes towards themselves.
The importance of our work lies in the fact that it has used correlational methods to
investigate various social and psychological factors including ones presenting a high
correlation with self-esteem in a sample of preadolescents and their mothers drawn
from the "normal" population. It is pointed out, however, that certain latent
pathological elements might be present in the make-up and the general behaviour
even of certain unormalhi children with the risk, if not detected early, of becoming
serious problems with possibly detrimental consequences for subsequent
psychosocial development. For example, the low self-esteem of a child together with
its inability to regulate its behavour in such a way as to achieve its own targets, may
potentially imply that some pathological condition is present which needs to be treated
with special care. Thus, we consider that the present research may contribute to a
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better understanding of the issue in question; also it may lead to reconsidering many
of the existing conventional views with respect to children's self-regard while
proposing a different way of approaching the subject matter intending to prevent
rather than remedy the problem of low self-esteem. In particular, our findings suggest
the need for a thorough investigation of the main factors which influence the way
children see themselves in relation to others. It is recalled that our data has indicated
that concepts such as protection, love and security, the child's confidence in being
able to affect favourably the outcome of events, and gender socialization, are strongly
correlated with levels of self-evaluation. In contrast, our findings have called into
doubt the results of a great number of similar researches which have found that
factors such as: the family's socioeconomic conditions, parental divorce, adverse
life events and school performance may account for a deficit in children's self-esteem.
Despite the fact that our results may not be entirely reliable due to the samp'e's sma
size, we take the view that research of this kind might contribute to deve'oping a new
theory and methodology on children's self-esteem which would cornpement exstng
knowledge with new data deriving from the conditions of present-day Greek society.
We think that in an era when children "have attracted a rapid growth in sociological
interest and attention (and) childhood itself (tends to become) the locus of concern
rather than seeing it as subsumed under some other topic, such as the family or
schooling" (James et aL,1998), there is urgent need to elucidate psychosocial
development issues like that of self-esteem. The present work would be greatly
justified if those individuals who are concerned with children's nurture, education
and physical and emotional health began to make every possible effort to identify
as early as possible those children who possess a low self-esteem and take the
appropriate measures to provide all children with the preconditions needed for a
healthy self-esteem can emerge.
With respect to the second target of the thesis, deriving implication for policy and
practice, particularly in the school context, our finding revealing a decisive influence
on children's self-esteem of internality of locus of control, i.e., the children's
competence in taking responsibility for the successful outcomes of their actions,
calls for total reformation of the current educational system in this country.
Most of the current educational systems have somewhat neglected to recognize the
differential needs of many students. This has led a number of writers to propose
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several innovations aiming at fostering a positive self-concept and high self-esteem
in children. Among such innovations are:
• Informing children that they are successful.
• Encouraging them to persist.
• Flattering or rewarding them.
• Focusing on the open classroom.
• Allowing the child complete expressiveness or exploration.
Nevertheless, none of these educational innovations was effective. For Burns (1979),
teachers should not offer false praise for inadequate performance, rather, they should
be completely honest with pupils, but this can be effective only if pupils feel secure
and accepted by the teacher. Harter (1990), argued that, in the past, all the efforts.
of educators to improve the levels of self-esteem in their pupils have failed, mainly
because they treated self-esteem itself as the target, whereas for having major
impact on changing the attitudes of low self-esteem we need to intervene at the
level of the causes of self-esteem, i.e., competence in domains important to the
self, as well as social support. In this respect, schools need to make sure that all
pupils feel respected and liked, and achieve some sort of success. The resultant
high levels of self-esteem can partly 'inoculate' students against later threats to
their self-regard. The school mission today should be to help children develop an
ideal of mastery and a sense of executive control over their behaviour rather than
accumulating knowledge without at the same time developing appropriate skills for
practical application of it in areas of their choice.
The degree to which School succeeds in its mission depends on the educator whose
main tasks are described in a manual published by the World Health Organization and
the Council of Europe (1990,1991), with the aim of sensitizing both primary and
secondary teachers to key issues in health education and health promotion in schools,
as follows:
• to shape strong characters and personalities in their pupils rather than stimulating
their conformity to traditional issues which, in these days, appears to lead to low
self-esteem and failure. In addition, they should help children to look after
themselves and develop self-esteem, encouraging children to take responsibility
for their own actions, where and when appropriate, and relating this development
to their general level of capabilities.
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• To enable pupils to learn in an active way, teachers need to think carefully about
their role as enabler or facilitator rather than expert or director. This means that
teaching needs to become organized around exploring principles rather than the
transmission of standard operations, and the authoritative teacher model of
yesterday should give way to the problem-poser, or otherwise facilitator.
• to develop students' ability to foster good relationships. Relationship skills are
perhaps the most important skills of all in enabling people to lead worthwhile
and fulfilling lives. It is through group work that pupils can experience themselves
as members of society, test out ideas, explore values and attitudes and learn
communication skills; hence, each pupil can acquire a sense of identity and
experience satisfactions and frustration of being a member of a group and
making a contribution to the life of the group to which he or she belongs.
Proceeding a step further, Robertson (1998) introduces a new conceptualization for
the reformation of the current educational system. More specifically, he believes that
the rapid pace of technological change, particularly, the vast and complete revolutions
in computers and technology, have transformed almost every aspect of our lives. The
transformation of education is the most important of these revolutions, since it is likely
that computer technology will soon come to occupy the central position in education
once occupied by books and take on many of the functions previously performed by
instructors. Under such perspectives, the focus of education, which for generations
was on how much children learn, inevitably will have to shift on how much children
want to learn. Such a fundamental change in the very conceptualization of education,
most probably, would result to induce more active participation of children in the
process of their education, as it is more likely that factual information and knowledge
an be acquired and retained for personal use if the students are given the
responsibility and experience for doing so, rather than being told what they should
do with the information. Computer games may prove to be helpful in this respect,
by offering the ideal environment in which students can estimate whether the
facts and skills they are expected to master are useful for their own purposes. The
major advantage of this approach is that once the student sees the need in the
context of something he or she wants to accomplish, the student is ready to apply
the perceived need in different games as well as in real life. It is important to
emphasize here the complex role of the instructor throughout the process, namely:
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a) stimulating students' motivation and desire to learn, b) making them find that
developing basic skills is a pleasant and enjoyable experience, and C) tailoring his
instructions "to the individual needs and interests of the pupils and paced at a level
that each can handle" (Robertson,1998:104). Provided it works correctly, the process
may not only build the child's knowledge and skills, but also help them develop their
self-confidence and self-esteem, thus making them eager to learn more and explore
their new capabilities (ibid.). As a consequence, the current educational system may
cease to be universally disliked and the process viewed as an inherently unpleasant
or painful experience; instead, by stimulating the innate curiosity of each student, the
School may provide all students the possibility of exercising their creative intelligence
to the fullest, which is a precondition for evaluating oneself positively.
There is conflicting evidence as to the attitudes of the Greek State towards issues
related to children's well-being. Judging from the presence of several public agencies
which are in charge with the care of the child and its family, one may conclude that all
children's problems have been met in this country. As an example of the kind of work
done in such agencies, the specific objectives of the Institute of Child Health in Athens
are presented below:
• to investigate issues related to the health and welfare of children, physical,
psychological and social.
• to submit to the State their research findings together with proposals for measures
to be taken for child protection.
• to offer specialized education and training of doctors and other personnel involved
with child health.
• to assist the State and other official agencies by providing them with scientific
information, research findings and expert opinion related to the child health.
• to cooperate with the appropriate State services, universities and research
agencies which have common activity and goals.
Nevertheless, despite the good intentions of the State and the numerous people who
work for the benefit of children in this country, in our judgment, a more effective social
policy is required encompassing not only the needs of the sick child, but also those of
the healthy child who lives under disadvantageous conditions. In particular, the State
should lend greater social and economic support to the less well-off families, so that
they can meet the physical needs of their children that, as discussed elsewhere,
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together with basic needs form the basis on which a stable self-esteem can be built
(see relevant discussion on Maslow's theory in section 1.2.2). Besides, parents
should be continuously informed on child health, nurturance, socialization and other
relevant matters. This information could be transmitted through organizing seminars
addressed to parents, establishing health centres in every district where specialized
individuals could advise parents about any issue related to their child's physical,
emotional and social needs.
Despite the fact that this work was conducted on normal children, it referred many
times to the self-esteem of pupils facing specific undesirable conditions, such as
developmental difficulties, child abuse, problem behaviour and undesirable life events.
The challenge is to help disadvantaged pupils hold positive self-concepts and yet
function and hold expectations at a realistic level. The common denominator for all
these conditions is early identification of self-esteem deficits and location of its links
with recognized disabling conditions. To this extent, it is important that specialized
pediatricians, psychologists and social workers are available in schools to detect
those children with unusually low self-esteem and provide each one of them with
the appropriate care.
(iv) Further Research
From the literature review we realized that there is a scarcity of empirical research on
the relationship between the quality of early experiences and the level of a child's self-
esteem. The inadequacy of relevant data may be partly attributed to the fact that at
the early stage children have not yet developed a clear sense of self or, even if they
have, find it difficulty to understand the questions, with the consequence that
responses do not give a description of their true selves. On the other hand, parents
are often reluctant to talk openly to the researcher about family issues. A further
explanation may be that until recently the family has been considered as an area for
non intervention; hence, researchers have been discouraged from investigating issues
related to children's life (see Quatrup,1971). However, given that early experiences
have been put forward by many theorists as determining, to a great extent, the level
of self-esteem, and that traditional taboos against disclosure to intruders have been
somewhat relaxed these days, we believe that longitudinal research should be
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undertaken, so that the study of the long-term implications of early experiences for
subsequent self-attitudes of children can be made possible.
Focusing on the findings of the present study with respect to the strong correlation
between internality of locus of control and regard towards the self, one may ask how
and to what extent parents contribute to the development and consolidation of self-
efficacy beliefs in their children (Schneewind, 1995:117). No study of which we are
aware has examined the implications of this factor in every day life, and there is a lack
of research concerned with familial antecedents of the development of self-efficacy
and outcome expectations. Given the special importance that the issue increasingly
takes for successful living, it would be advisable to conduct extensive research
among preadolescent girls and boys on the familial antecedents of its development:
In this study an interesting result has been found indicating that preadolescents' self-
esteem relates to some other variables, such as, externality of locus of control, family
cohesion, family adaptability, quantity of father's care and physical effectiveness, by
means of an interaction with gender (see figures 1 to 5). Despite available knowledge
of a host of factors accounting for the lower self-esteem of girls, the likelihood of some
spurious variables has not been given enough attention in the literature until recently.
Hence, there is certainly a need to examine the issue in greater detail in order to
determine what possible combinations of variables may account for the lower self-
esteem of girls in preadolescence. It is noted that in contemporary Greek society, as
elsewhere, although some kind of equality between the sexes has been achieved,
girls in their majority continue to view themselves as inferior to boys.
There are many more areas which, in our judgment, need further investigation in
Greece in connection with their effect on children's self-evaluations, Of these, it
appears that the father's involvement with the child's care, immigrant children's
perceptions of themselves in relation to others, and research on children's lives as
seen from the children's point of view, are particularly important issues on which
Greek social researchers should focus their concern in future.
As regards the issue of the role of fathers in a child's well-being, this is more theorized
than studied. The study of fathers has been an important area of focus during the last
fifteen years, two of the many central foci being the changing nature and meaning of
fatherhood and interaction of fathers with their children (Brandth and Kvande,1998).
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However, much of the empirical research on fathers is based on small, select
samples; it excludes the mothering context within which fathering behaviour occurs,
or combines information on mothers' and fathers' behaviour, so that the particular
contribution of each parent is obscured (Mosley and Thomsen,1995). Loeb and
colleagues have emphasized the critical importance of observing both fathers and
mothers, with their sons and with their daughters, if we are to understand self-esteem
in preadolescents (1980:216). In addition, Brandth and Kvande suggested that
fathering should be studied on the basis of symbolic interactionism and social-
constructivist theories, as the concept is constantly shaped and reshaped according to
cultural context, work and family relations (1998:295). Hence, research on fathers
and mother and their children should be intensified, while at the same time the joint
study of fathering and mothering behaviour should be encouraged (Loeb et
aI.,1980:216).
During the last few years, a substantial number of foreigners came in Greece as
refugees or immigrants from the West European countries, after the fall of Eastern
Block, and more recently from Albania causing strong reactions against them on the
part of indigenous. The majority of these people confront major social and
psychological problems as a result of the stressful and distressing conditions to which
they have to adjust, e.g., poverty, unemployment, the hostile and humiliating
behaviour of endogenous, and the psychological burden to maintain their own cultural
characteristics and traditions among their offsprings who are prone, however, to
escape from the 'stigma' of being minority and to adopt west society's trends and
lifestyles (Tajfel,1978:9). Linguistic difficulties consist for both immigrant children
and their parents the most salient problem, as poor communication excludes them
from interaction with the world outside. For Grinberg and Grinberg language
determines one's knowledge of the world of others, and of oneself and provides a
basis of support for one's identity (1989:109). The way by which immigrant children
develop their self-identities and self-esteem presents great interest, however, as we
can judge from our personal experience in this research, the limited knowledge of
the Greek language hampers participation of these children in relevant studies.
Consequently, social science researchers, should devise appropriate methods
enabling to investigate such issues as whether the "looking-glass self" in which
one imagines the reactions of others to one's behaviour and personality affects the
development of self-identity and self-esteem in minority children and adolescents
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(Spencer and Dornbush,1990:146).
The process of socialization is of focal interest to sociological theory, and extensive
evidence of this process is provided from relevant studies and theories (Waksler,
1991:vii). Children, however, usually appear as objects of this process rather than as
actors to it. As a result, until recently, socialization has been almost entirely studied
from the perspective of adults, without taking into account the likelihood that children
might have their own and often quite different perspectives According to Waksler, the
description of children from an adult perspective, albeit important, is partial not
complete; hence, "children's own accounts together with the assumptions that adults
make about children are crucially important to bring forward and identify if adult
behaviour towards children and children's behaviour towards adults is to be
understood" (Waksler,1991:235). As it has been extensively discussed throughout
this study, self-esteem develops in children in the course of their socialization.
However, very little is known about how preadolescents themselves experience the
process of their own socialization, or whether there is a relationship between a child's
personal experiences from this process and subsequent levels of a child's self-
esteem. It appears that by setting such assumptions as topics of empirical research,
it is possible to help making the period of socialization a beneficial experience
empowering children to develop positive self-attitudes.
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Summary of the findings
Our findings confirmed both of the hypotheses stated in Chapter IV. The main
results of the study can be summarized as follows:
• There are gender-specific differences in the development of self-esteem.
• Social class is unrelated to self-esteem in pre-adolescence.
• Externality of locus of control is strongly and inversely related with a positive self-
esteem, both for boys and for girls.
• Social support exerts a powerful influence on both sexes, however, parental support,
as reflected in mother's and father's maturity, influences the self-esteem of boys only.
• Satisfaction with family functioning influences strongly the self-esteem of both sexes.
• Both boys' and girls' self-esteem is influenced by the degree of closeness in
communication with at least one adult, preferably with the mother.
• Girls' self-esteem is influenced more by the approval felt from significant others, while
boys' self-esteem is influenced more by internal factors including love and
supportiveness received from significant others.
• Positive perceptions of family cohesion are influential only for girls' self-esteem;
whereas boys are influenced only by perceiving their family as supportive.
• Mothers' evaluation of their daughters as having behaviour problems at home
influences the girls' self-esteem, whereas teachers evaluate their male pupils as
having relatively more behaviour problems at school but this has no effect on boys'
self-esteem.
• Parents serve as significant others whose opinions and reflected appraisals are to a
certain degree influential on shaping children's self-esteem.
• The quantity of father's time spent with the child influences the self-esteem of girls but
not of boys.
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Table 4. Mother's participation by sex of child.
Boys	 Girls
Mother	 MOther
School	 Sample	 participating	 Sample	 participating
	
n	 n	 n	 n
I
	
15
	
8
	
53
	
11
	
7
	
64
III
	
11
	
5
	
45
	
12
	
10
	
83
IV A
	
12
	
8
	
67
	
2
	
1
	
50
IV B
	
10
	
6
	
60
	
8
	
6
	
75
VI A
	
9
	
9
	
100
	
6
	
6
	
100
VI B
	
8
	
8
	
100
	
4
	
4
	
100
XA
	
9
	
6
	
67
	
11
	
6
	
55
XB
	
10
	
6
	
60
	
9
	
7
	
78
Total
	
84
	
56
	
67
	
63
	
47
	
75
Table 5. Teacher's participation by sex of child.
Teacher	 Teacher
School
	
Sample	 participating	 Sample	 participating
n	 n	 n	 n
	
I	 15	 15	 100	 11	 11	 100
	
III	 11	 11	 100	 12	 12	 100	 -
	IVA	 12	 12	 100	 2	 1	 50
	IVB	 10	 10	 100	 8	 8	 100
	VIA	 9	 9	 100	 6	 6	 100
	VIB	 8	 8	 100	 4	 4	 100
	XA	 9	 9	 100	 11	 11
	
XB	 10	 -	 -
	
Total	 84	 74	 88	 63	 53	 84
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N	84
	
57.1
	
63
	
42.9
	
36
	
24.8
	
70
	
48.3
	
39
	
26.9
	
83
	
80.6
	
20
	
19.4
	
33
	
32.4
	
35
	
34.3
	
34
	
33.3
	
34
	
33.7
	
43
	
42.6
	
24
	
23.8
	
33
	
32.7
	
42
	
41.6
	
26
	
25.7
	
11
	
10.7
	
92
	
89.3
	
48
	
46.6
	
51
	
49.5
	
3
	
2.9
	
1
	
1.0
	
56
	
54.4
	
40
	
38.8
	
6
	
5.8
	
1
	
1.0
	
75
	
72.8
	
26
	
25.2
	
1
	
1.0
	
1
	
1.0
	
67
	
65.0
	
32
	
31.1
	
4
	
3.9
Table 6. Sample description: Variables related to the child.
Gender
Boys
Girls
Age
10.5 - 11 years
>11	 - 11.5
>11.5 - 12.5
Delivery
Normal
With intervention
Child's weight at birth (gr.)
Up to 3,100
>3,100 - 3,500
>3,500 - 4,500
Child's weight now (kg.)
27 - 39
40 - 45
46 - 70
Child's height now (m.)
1.25 - 1.45
1.46 - 1.54
1.55 - 1.68
Brothers and sisters
No
Yes
Number of brothers
0
1
2
3
Number of sisters
0
1
2
3
Number of older brothers
0
1
2
3
Number of older sisters
0
1
2
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Table 8. Sample description: Variables related to the parents.
Father
	
Mother
Age
	
N
	
N
	
32 - 41
	
34
	
33.3
	
28-35	 28
	
27.5
	
42 - 45
	
32
	
31.4
	
36-40	 40
	
39.2
	
46 - 65
	
36
	
35.3
	
41-51	 34
	
33.3
Father
	
Mother
Education	 N	 %	 N
Didn't complete primary school
Primary school
	
23	 22.5	 24	 23.5
High school
Lyceum	 35	 34.3	 43	 42.2
Higher education	
44	 43.1	 35	 34.3
University degree
Father's occupation 	 N
Unemployed	 -
Unskilled	 44	 43.1
Skilled
Intermediate	 33	 32.4
Professional	 25	 24.5
Mother's occupation
Housewife	 55	 53.9
Works outside the house 	 47	 46.1
Unskilled	 14	 13 7
Skilled
Intermediate	 22	 21.6
Professional	 11	 10.8
Presence of both natural parents
Yes	 88	 82.2
No	 19	 17.8
Substitute for the absent parent
Step-father	 2	 10.5
Father absent	 14	 73.7
Mother absent	 2	 10.5
Both parents absent	 1	 5.3
Reason for the parental absence
Death	 2	 10.5
Divorce	 10	 52.6
Lives in the same town	 6	 31.6
Lives in another town	 1	 5.3
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Table 9. Sample description: Sociodemographic variables.
N
Type of house
One-flat house
	
9
	
8.7
Block of flats
	
94
	
91.3
Ownership
Own
	
71
	
68.9
Rent
	
32
	
31.1
Rooms
1-2
	
12
	
11.7
3
	
42
	
40.8
4
	
28
	
27.2
5+
	
21
	
20.4
Family members
2-3
	
18
	
17.5
4
	
67
	
65.0
5-8
	
18
	
17.5
Overcrowding index
Less than one room per person
	
22
	
21.3
1 room per person
	
36
	
35.0
>1 room - 1.50
	
31
	
30.1
>1.50
	
14
	
13.6
Cohabi tation
No
	
96
	
93.2
Yes
	
7
	
6.8
Socioeconomic status
Lower
	
51
	
49.5
Medium
	
52
	
50.5
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Table 13. Pearson's correlation coefficients between total self-esteem
and subscàles, and between subscales (SE!) for boys and girls.
Total	 Family	 School	 Social
self-esteem	 self	 self	 self
(N83 boys and 63 girls)
1. Family self	 .632
2. School self	 • 748	 .290
3. Social self	 .702	 .339	 .481
4. General self	 .942	 .564	 .590	 .541
(N=83 boys)
1. Family self	 .502
2. School self	 .749	 .237*
3. Social self	 .653	 .226*	 .427
4. General self	 .925	 .382	 .568	 .451
(N=63 girls)
1. Family self	 .720
2; School self	 .740	 .326**
3. Social self	 .737	 .420	 .516
4. General self	 .952	 .694	 .587	 .605
All coefficients are significant at the 99.9% level except for
the 'school self' and 'social self' subscales which are significant
at the 95% level for boys, and the 'school self' subscale which is
significant at the 99% level for girls.
150
I-
-4
'-4
•0
u0
4-4)
0=
0 0
CU')
4'S-(0I- 4)0
.0
r 4-.S-I
>4-5-00
4' C
5-0
a) .r-
5- 4-)0
S-C
a) .r
.ZE
.4-) .r-0,-
0
0••
U)U) 4-)
.,-. 0tn=
>-3 S-
r-4-)
CC(0C-'
S.-0 -
4-'CsJ
0
U 0
'-4
-4
-4
I
4-)0
S.-
•1-
U)C0L)
-4
a)
I-
.0
I-
Oir-.CDi-I -4I,-.4 .-4 C) C) C)	 C) ) C') ) 4 C') CD C '.0 '.0 '.0 LC) t.() c, tn -
CD CD CD CD CD CD C) CD CD CD CD CD CD CD CD CD CD CD CD CD CD
III	 II	 I	 I	 I
I_____________________
CD'.0N.CDLflCDCDC.0Q'4CDC) CD N- N- '.0 '.0 '.0 In In I In - - c' C'.) C') C') .r-4 C') CD C) C'.) ,-I '.j
CCCDCDCDCDCDCDCDCDCDCDCDCDCDCDCDCDCDCDCDCDCDdI	 I	 I	 I-	 I
I	 I
0.-I In 0 C') '.0 In -I C') CD N. In ) '.0 C0 L	 In C') N. c) .-4
N. CD CD CD '-4.-I .-4 CD CD CD CD CD CD C'.) CD CD C) C') CD CD -.4 r-4
IC) CD CD CD CD CD CD CD CD CD CD CD CD CD CD 1 CD CD CD CD CD CD CD CD C)1111	 I	 I	 Ii	 liii	 s
I	 I
0
	
	 CD C) N. 0 CD.-I N. .-4 -I-I C') In.-' 0 C') CD '-I 0 N. C')I N. C CD N. '.0 C) 0 .-4 0 .-4 CD '-I In CD CD t.0 CD C
CD QIC) CD CD CD CD CD CD CD C) CD CD CD CD CD CD CD CD CD CD C)
I	 II	 II	 >,4) 0	 1
I	 .0 >,	 4-
	
I	 U) 4)
I	 5.-G)4-'D.	 a)	 S	 a)0'-	 r	 if)	 U)I	 C)	 S..I 0)0. 4)	 .0	 .	 000.U)0)CC)	 _	 4' C)I	 C0(0)>	 4-'	 C.)i	 0	 U)CI)	 r
I 
.0 0).0 0 U) #	 5-	 .00)	 - r . CI) 4-) 5.. (	 4-.	 a)	 C)
> 'C) 4- 4-' C) 0	 4-' .0 I C	 C) 4-' C)	 0.C 4) 0.4) .0 •.- .- C a) C) 0) 4-' > C C C)4-'	 r-0	 O,-4).	 C)	 >tnl 4--i-c	 0)0
'- l0U)0 04- 4-.' 5-0	 U)C)U)S-4-'	 v)
U)	 - 00	 0.QJC 0rI5...-r-U)C)-	 C)C lIU)..-tfl'->0	 U)0r-,-4-).-,--C 4)r-
	
4-W0W-.-0'-C) l,	 E0/)-.S
'-I ' 0 0) 4-' 4- - C) .0 4) - 5-. /t 4-.0 0..0 4- C) C 0C D)C) c 0 0.- r	 C 0.- C C	 CO r (C C)
'-4 )L ..J CD C)	 C) C)
	 ' C/) -4 C) L) L)
15].
C)
I-
0
a)
•1-
4-0
I')C)
4-)
I- 4)(	 'I,C)
'-4-)( —
-0 S-
C)
> 0
-	 a)
04-4-)
0 4-)
V) 0C a)
o o
..-	 a)
5-5-
oC-)
U,
—I
a)
I-
.0
I-
C
C)
U,
U, '-
5->"--
a) 0-'-
C
C) U)
a) C)
I-	 c,)
E( C)
In C)
—4
'-It
4) — C
0	 r
.-	 C)
U)	 D	 .-1
	 0	 U)
0
	
r-	 o	 .- 	C')
C.'J	 C')	 -	 C',	 C')
4-)	 c	
'9
	 C,.)
I	 I	 '-I
9cC)o)co	 U	 C'JC"J
- - ,-4	 ,-1	 U) U.) U) U)
	
r	 - .o99C),- LtU) 0C)
	
I	 I	 I	 r- ' o	 cc
_r-4	 C'.JC'J
In	 U)	 U)	 U)	 U)
	
In .- U) i- U) r-	 In .-	 U) ,
	
>,S- >,L- >-	 >,S.-	 >,5-
	
0 .
 0- 0r	 0r	 0r
	
CD CD CD	 CD	 CD
c	 90	 -	 C')
	
U)	 I_fl
C) C) C	 C	 C'.J
r-
-	 C')
41I	 C)'—U)	 U)	 U)'	 ,
a)	 U)	 -0 C)C	 a)	
.
a)	 C	 G)
>	 a)	 o
••••	 >	 C)	 l4)
4)	 •r
o	 4-	 U)4-	 •-
0	 C)	 5-0 C)'-
5-.	 a)	 4)	 C)4-)	4-	 a)	 a) 4-)a)
4) 4-	 o.	 05-
°	 E	 E0	 E	 U)
I-	 I	 C-	 C-
c	 C)
o	 ()	 ,-	 C)U) a)a)
• t	 •r-	 C'	 .0U) - In C') •r- C")	 .4) C)
>, >	 0	 W	 C)O
-= 5-. - 5- 0 5-	
-	
.0
0.0 0.0 11)0	 o4'	 4'	 4..)4-u 4-0 4-u o
0( 0C 0(	 C
LL	 U..	 U..	 cC
---- ---- .—
	
-3(a	 4)4
o	 o	 0	 u	 in,-
-s-a)
-I	 _J	 -J	 C)
152
a)
4-,
a)
4-,
-
a)
v)
>)
In
a)
UU,
a)
4-)
4-,
S.-
0
>
a)
0
U,
•0
F-
-
L)
-4
a)
I-
I—
a)
r- V)
E
U,
F--
•1-
o cI-.	 a)
5-
a)
a)(D
a)
-4
C.,
	
co
	
-4 C
	
9 0	 .-.
	 C	 C
S.- 	  U) C C '.0 0 C) (.0 '.0 C.) ) U)
,-i c'j c'J r— r-..	 o oi '.0
U) U) U) U) U) N- (.0 U) N- U)
a)
0 .-4	 C\i C.) C C C.) U)
U) (.0 .-4 .-4 .-I .-1	 C\J
C 0 0 C C.) (.0 U) C') C') C') 0
0 CD	 r-4 .-4 .-I (.0 C') -4
U)OD
U)	 N- U)
Cl,	 Cl)	 U)	 In	 Cl)	 U)
Cl, F	 U)	 €1)	 U.	 U) r	 (l,
>,s_ >5- >) 5- >) 5- >5- >)S..
O- 0r 0— 0- 0	 OC.D	 C.D	 (D
C.,	 C)	 0	 CD	 C.)
	
U) -4 -4 (.0	 4
C	 C	 N.	 CO	 N-
CD	 .-1	 .-4
C.,	 N.
o	 C')
F-I
F-
-	 0
C)	 0
E-
o	 U
(/)	 Cl,	 U)
—	 S.-
in	 C)	 Cl)	 a)
U)	 S.-	 -c	 v	 5-	 0
E	 a)	 S.-	 E	 a)	 S.-
C)	
-	 0	 a)	 -	 0I—
	S.-	 in	 .—	 S	 in
-	 0	 •r	 •	 0	 •F
o	 v,	 -	 0	 in	 -
0.	 -	 0.	 -
5-	 4)	 5-.	 4-.)
(_)	 0	 U	 0
o	 •F•	 0
r	 -	 4-.)	 •	 4..)
>	 0 >	 0(	 0	 E	 C	 0	 E
-	 L)	 U-i	 -	 L)	 U-I
a)	 w
153
-I-)
U,C)4)
4-,
x
C)U,
>,
U,
4-,
C)
>
C)
a)
9-
.
4)
5-CC.
U)
I-
00
U,
r
05-4-)
0
0
9-0
U,
00
-J
N.
a)
r
-C
I-
4-,
CD
U)
C)
5-
C)
C)
C!,
CD
U)
C-E
P- C)
4-)
0
I-
C-
CD r-	 CD CD C) U) C.J N.C)	 0	 r	 C').-	 C'.)	 C)
0)	 CD	 CD	 C)	 0)	 U)	 C')	 -0	 c	 C'.)	 N.	 C)	 C'.)	 CD
I	 4	 I	 r-1	 1	 .-1	 .-
C U) U) C N. 0) C') CD N. CD C U) Co N. '.0
C') C') C'.) C') ,-4 .-I	 r-4 C') C'.)	 C') C') C'.) C) -IN.OD
Co C') C'.J C C'.) C') CD	 C') N. 0) CD C') '.0 C U)
'.0 N. N. CD C') C') C') C') C') C'.) C') C') 	 C')
0)0)
C'.) CSJ	 C') C') C') N. C')
	 C')	 C')	 C')	 C')
CD '.0 CD '.0 U)	 U)	 CD '.0 CD '.0 CD '.0 CD '.0
U)	 C/)	 U)	 U,	 C/)	 U)	 U)	 U)U) .- U) u	 1/).- U, - U)
	 U).- U, - U) r-
>1- >) 5- >)S• >)5- >)5- >) S >.S.. >-,5-O	 0	 0r 0.- 0- Or- 0.- 0r-CD CD CD CD CD CD CD CD CD CD CD CD CD CD
C') co
	 '.0	 N. CD N.	 C')	 CO
C')	 C')	 .-i	
-	 C')	 C')	 C')	 0)N.
C	 '.0	 U)	 CD	 U)	 '.0	 CD	 C')
N	 N.	 C	 C	 C'.)	 C')
0)
N. U) 0) N. N. N. N.
.	 -	 0)	 0)
.-I	 i-I	 i-I	 .-1	 ,-4	 .-1
I-	U)	 U)
o	 4-)5-4)	 C)	 C)	 -
> >
o	 C)	 C)	 -	 Io	 U)	 5-	 U)4-)
	4)	 a)	 C)	 C)	 U)
'4-.	 >	 >	 -	 _3o	 4-	 C)	 C)	 .-	 r-	 E5-	 >	 >	 4-)	 4)U,	 Q)	 C)	 •r-C_	 0)	 U,	 4)O	 C	 C)	 C)	 C)	 0	 '
o	 >	 >	 C.	 r	 )
.-	 U)	 ..-	 •	 4.)	 •-4-)	
..)	 9-.	 4-	 0	 a)4-	 '-	 (0	 'F-	 0	 0	 4-o ro	 o	 -
•r-	 C)	 0	 v)>)	 0	 .	 C)	 a)	 U)	 U)4.3	 o	 5..	 5-	 4.)	 4-)
.r-	 v)	 9-	 4-	 0	 0I-	0	 0	 0	 0	 C)	 Q)(0	 4-	 U)	 U)	 >	 >0	 5..	 5..	 0)	 a)5..	 0)	 C)	 ,-	 I-
C)	 -	 -	
.0	 (0	 (0	 C)	 0)0	 E	 4-	 4-'	 4-	 4-(0	 0	 0	 •.-	 .r-U.)	 ...J	 I-	 I-	 .J	 ...J
154
CD
Cl,
(C
C)
In
U, -
S.- >-.
0) 0 •'-
-	 D
C) Lr, c'
(0 tO
C) CD
I- Cl)
0
(C
U) CD
'-I
'-ti
(C
4)
0 (C
I-	 ai
•1-
4.,
a,
U,
>,
.0
0
•1
•1-
C)
4-
>,
F-
•1
to
U-
a,
I-
.0
tO
I-
r- to CD '- U) U)	 C'.) -1 tO C
	 C'.)
N.C'.J0)CLfl	 U)C')N. CO
C) C'J CO CD U)	 CD N. CD to U) CD
CS.) - tO N. i-I to	 CS) U) CO C	 C")
I	 FI	 F-I	 .-4	 .-I	 •	 I
I	 I
CDCDN.CDo)cO.-I	 CS)ODCO,IQCD CDCD
tO tO r	 I C'.) C'.) C'.) I C'.) t 4 C'.) tO U C") C'.) 4 l C') C'.) C') C') CO CD
'-4
C)O)LfltOC'.J0)N. .to-C'IctDN. COC)C'.J0N.0)
COO)O)CON.N.I.ON.N.N.N.N. 	 -N.tDC'.JC') .-4
C') C")	 C") C')	 —4 U) U)
U)	 In	 U)	 U,	 U)	 Cfl	 U)	 U)	 (I)	 In	 U)	 U)
U, ,- U, - U) r- In - U, U,	 U) 1 U, I- U) ,- U),— U, — U) ,-
->"->"-	 _>)S_>,S._ >,S_
O000r-0O	 00OOO	 0r
0	 0 CD CD 0) to .to CD '-4 CD CD
to	 -I	 C'.)	 C'.)	 C'.)	 U)	 C')	 C')	 C')	 0)
CDLflC'J9	 N.CD4N. CD
0) 0) N. N. N. N- 0)	 N. C') CD
C')	 C')	 -4	 U)
I
155
If)	 C'J5..	 '-4	 CO	 •-
C) CJ C)
U,
5-
N.	 (.0	 '.0
'-	 -	 .
C'.)	 0 N.
5-	 '-4 If)
	 It)
'-	 C)	 C)
l •	I•
U,
>.)
0
IC)	 LC)	 If)
In U) U)
E
a)
a)
(I)
a)
I-4-
I
a) -
v, U
(I) a)
-	 -
D .I-
-
o
a) -
a) U
4)	 C)C) -
U,(.ñ a)
I-
o-
•r (C
(C I
,- (C
a) >5-S.- -0
o
(C
C.'
'-4
€1)r
-(CI—
C)	 S.-
I-
0.
E(C
U,
I-
(C
0
C) C.' C'.)
C) N. C)
C) '-4 C)
I	 I'
C')	 ,-I	 ,-4
C) C) C)
-4 -4
-
C.'
-= •,-
C.' C)
•r-
C)
-	 a) .c
S.-	 C)
5..	 S..
.'-	 a)
L)
156
L)
.3c
C',)
IC
C)
a)
I-
0.E -
IC C'.J
II) CD
'-4
'-II
CC
-p..--
0
I—
C.,)
C')
'-4
IC
C.-)
CD
C',)
a)
CC
'I,
5-
a)
CC
LL
C)
CC
5-
C)
0
'-4
CD
CD
0.
4c
Ic
'-C)
CD
'I
0.
IC
I- .
	
C)	 Lt)
I_Il
CD CD
.
C)
C)
.4)
U,
C)
4
a)
U,
U,
0
I-
.9-
-
0
(C
a)
CC
I-
(C
C)
5-
CC
a)
C)
-I-,
a)
U,
0
CC
I-
a)
5-
5-
0
C-)
CD
C.,)
a)
r
.
CC
I.-
157
C)
U,
C
C)
a)
E
.4-
0
>.)43
I-
( <
.4-'	 IC)
0
C- .-
-	 -
4-). a)
..-.	 -
C)
E
a) 0
a) 1-4-)
L#
C)
I a)
'4-	 -
I-	 (I,
a)
U)
I-4-
o-
C-,C
o •C
.,-
4-)
 .
•r- S
c_) a)
o-
U) 4-)
U)
<4-
'-4
C)
.0
I—
U)
C)
c)
'.oC"Jr-Lt,
LOC').-4
DN.r-
'-4
cDc'J..oU-)
CJc')r')ev)
cc'J
I-)
'•-• E4)
r a)
> 1-
a>-. 0C0 a)0
a) -
4-) .0 a)
U-
4-	 4-)
o o a)C C)
>)( 0
.4.)	 4-)
•1
4-.) a)CC C( 4-) a)( 0_
cr4- €1)
IC
C)
C)
C)
'-4
N- C') C)
N. U) C) U)
c• J N.
—1
C)C'J-r-.
C. I C') C') C')
C') 0) '-4 C)
(I,
C)
.4-)
>
Cl)
4-) C)
o	 ra
raS... 5- -
0a)0
00>0
U,
C
r
.4-.) C-)
4-C C)
0 C -4-,
>)	 0)4.)
 5-. 0)0
r 4)
S
158
'—C
CD
CD
'I
0.
-Ic
-Ic
C
0.
-'C
CD
S.,
0.
-K
a
S.-
a)
a)
4-3
U,
	 U,
S.-
4-
I-
a)
Cd,
U,
0
r
C-,
0 S.-
U,
a)	 U,
r
	
>,0
C-,
U,
5-
a)
4-'
4-)
5-
0
	 0)5-
>
E
-c
a)	 U,
.
I-
a)
	
4-)
a)
	
0
4-)
a)
0
U,
0
I-
a)
S.-
S.-
0
L)
c',J
C.'J
a)
-Q
I-
4
IC	 Ic
IC	
-KLfl r ) t-	 CD .- .O -Q 0i r -1
C	
- C) .-i C) CJ C)
I	 I	 I	 I	 I	 I
c')
LO
r- . j C)	 C\J — C')
	 C)
C) - CJ CJ c CD
C) CD C)	 4 r-4 CD CD
I	 I	 I
Lfl	 C.,
N-	 LC)
IC
IC	
-Ic
CD -1 C.) Lfl C.) .-4 C.)
C.J '.0 '.0
	 C\J	 LC)
'-I CJ CD C) CD CD C.)
I	 I	 I	 I
'.0	 CD
CD	 C.)	 CD
—
U-
-	 00)	 0
E-
o	 o
-	 U,	 U	 Cd,
	
5-	 S.-	 5-
	
0)	 U) C)
U,	 5-. -
	 V	 S.- -
E a) S.-	 E a) S.C) 0 0 a)	 0
I- 5.- Cfl	 I- S.	 v
- 0 r	 0 0 r-
o -n	 0 C/) -S..	 •r	 S.-Q_ - I-	 0. D U- -
r	 5-5-. 4-) c
	 5- 4) C
	
00	 00 E
o	 •r	 0
•'-• 0 4-)	 •• 0 4-'	 i-
> CO > CO 0
r 0
	 r 0 E 0
-	 Crn.) LU
	 -= L) LU	 .0
a)	 0)	 0
LI)
159
I',
•I-
C.)
>
a)
Ci
4—
I-
C
4.i
0
0.
U,
F
U
0
U,
I-
0
S.-4)
C
0U
0
U,
U0
to:
S..
(I,
I-
S.-
U'
>.)
0
Ci S.
F
0.E(C
C',
F(C4)
0
S
LC)
C)
3-
IC
K	 •c
K	 4c
IC	 IC
N-	 N- i.	 ,-I
U-)	 -4	 (.QN- U-) '-I C) C\i C)
,	 I	 I	 •
C'.)	 C'J	 C)	 C')	 C)	 e)
'.3	 -	
-	 '.3	 '-0
IC	 IC
K
4c	 •IC	
.3'C)	
-	 c	 cj	 C.,.)
o	 -	 '.	
-	 '.0	 c')
—4	 c\1
I	 I	 i•	 I•
C')	 C'.)	
—	 '.	 C)	 C'.)
U-) U.)	 )
.3C	 .3C
-	 K	
.3,IC
	.3C	
.IC
-4 co	
- co	 -
'-4	 e	 '.	
-	 C')(.9	 L	 C.'.)
I	 I	 I•	 •	 I•
.	 0	
-	 co	 i.o	 '.0
-	
-	 0	 c	 -	
.j-
	
-4 —4
	
—4 —4
I-	 C')	 C')
o4.)	 4..)S..-	 C	 C4..)	 Ci	 CiC	 > >o	 Ci	 C)o	 C')	 U)4.)	 4)	 Q4- C C > >
o	 4..)	 )	 a)	 .'-
S...	 >	 >	 4.)	 ..)U)	 0	 Ci	 Ci	 CC	 -
3.	 0)	 U)U 3. a) C)	 Ci 0
o	 > > C 3.
r U) r r4)	 4-)	 (i-.	 4-F	 CC •.-	 0 0
o	 (C	 3)	 U)
Ci	 0	 i)	 U)
>	 U	 C 3. Ci Ci4.)	 0	 S.	 S..
'I-	 U) 4-. (_	 0	 0
0 0 U U(C	 4-	 (1)	 41)
C0	 5..	 5..
5- Ci	 Ci	 i-	 ,-
a)	 .e	 -	
.3	 CC	 CC4.)	 Li	 E	 E	 4.3	 .)X (C	 0 0LU _I
	 I— I-
-4
C)
C)
3-
IC
.3,
IC
—4
C)
3-
.3,
.3,
160
.,- II
.3C
LU C) CoCD Ci LU
rC )
I	 I	 I
4'
IC
Co
.1
I	 I
U,
-
C-,
E
a) a)
- a)	 >LU43	 0 II
U,
4-.	 a)	 6
o i
4-
a)
.,-.	 U•)
(a U)
-
	
0.
-
U, ,-
	(a C')
s_ -
	
U, CD
a)	 C-)	 r-II
-
	 (a
.4)	 -
o	 0
E (a	 I—
U)
a) a)
a) •r-4)
.r-.
a)
.0 (a
U) 0
o
.r-.	(
.4)(a
l	 r
a) >
5- .,-
5- -
o
L)
C"
a)
I-
.0(a
I-
co
c	 C')(Y) C)
I	 I
•3c	 K
(.0	 C')
.1	
-C')	 C')	 .-I
I	 I
- — —
—
— —
5.- —
o s-
4-) 0 5-
o	
-'	 0(a	 C.)	 4-
LL	 (	 U
- Li..
'- Li
U,
(1)	 (1)
a) U)
a)
a) =
> a)
• 1 	 >	 a)
•r-
o
ca	 U
5-	 )	 4)4-3 4.
4-) 4-.	 •
ca a) E0I-	 I-	 C.)(	 (a(_,	 U	 i-
•'-	 •r	 (a(1)	 U)	 •r-
>, > U
_c -
	 00. 0.
4- 4- 4-
o 0 0
-	 -	 -
o U U
'a 'a
__I	 .-I
0	 C'
.:
.1
I	 I
•Ic
CD
C,	 C'.)
C.\j	 '-4
I	 I•
;_	 -
F F
a)	 a)
I))	 U,
I- F
a)'- a)
r.
- C-) -
U)C) U,
-	 -5...I)	 5-9--) a),-
_9- _W
4- 0 43 j)
o o
Ea) E
=• (a a)
WE W5..
W •.- w-
4) U) 4.) ,
a)- a)--
_Q 5- -	 5.-
a)	 a)
a).c w_Q.4) U4-
o o(aE (aE4-)	 4..)
lI) •0 U)0
CD (a C)
'-4
CD
'I
0.
4'
4'
LU
CD
0.
IC
161
0
4-,
U
4-
4-)
>3
•r
I-
.0
43
C-
(	 (n
I-
.'
.,-.
o
a)
-	 (0
o U)
>3
-	 043	 •
E 0
WE
a) r1-'U) 0)
a)I	 •r-•4- =4- 0
a) •r-
U) 4.)U9- =o 4-
U)
= >3
o
.4- .4-
4-' E(	 (
a)
s._ =
5- 4-'
oC-)
C'.)
a)
I-
.0
I-
C,
C
4)
U,
5-
a) -
1-'U) 0
S.-
.
'.0C',
C,
C,C
4-'
S.  -
LO
II
a)
1-
0
U)
>40
C,C
4-, --
-C'.)
U)
C0
4', -S.
a) C)
.C'-•'4311
a) 0
•
C.
E
U,
4- C4) a)-.0 5LOI- -
i- -4
.4.- II
C-) .---
-
-
-4
9
C.
94
	
44 44	 44
C,	 C C) LC) LC) It) '.0	 CD C, (.0 C)C) C'.) c) C, N- '.0 Lfl C C) N- '.0 (.0
C'.) C) c C) C'.) C)	 - C)	 I C) C'.)	 '.j
.34	
.34	 .34
.3c	
.34 .34	 .34	 .34	 .34	 .34
.34	 .34 .34	 44	 .34	 4c	 4c
C) - C, CD .-1 C) cc cc N- N. LC) c'.jC, (.0 c CD - C N-	 C, C) cc ccC) C) C) CY) -4 C) .-1 C) C) It)
.34C') C) N- N- f) .O .-4 '.0 C) It) N- C")
	
It) N- cc	 N- cc C) C) C) .-4 LO C'.)
C'.) C) 4 C) ) C) C) '-I C'.) C) C) C)
I	 I	 I	 I	 I	 I	 I	 I	 I	 I
.34
.34	 .3c
	
CD '.0 C) 0) It) It) a)	 C'.) .-I C) N-
0) '.0 C') C) C'.) -4 N- C'.) C) C') .-4 cc
C) C) C r-I C) .1 9 - -4 C) ,-4 C'.)
I	 I	 I	 I
.34
44	
.34C) C') C')	 .-I C) r4	 LO C) C) N-
.-I I))
	
.-4 C)
	 '.0	 It) 0) N-
C) C) C) C) C) C) C') 4 C) C') .-I '-4
I	 I	 I
44	
.34	 .34	 .34
.34	 4c	 4c	 .34	 44
.3C	 .34	 .34	 .3c	 .34	 .
C) C') 0) N- '.o cc cc '.0 - u c	 c
N- cc C') It) C) '.0 C') '-I C') 0) C')C'.) C') C'.) C) -4 C'.) C) C) .-I ..-I C)
C
0
4-)(0C,	 U)	 a) >4	 C
	a) 4/) 5-	 .)3	 0
4- -
	
C.)	 C', .4-
-	 fl S.. C a) i-	 a) 4-'C C 4/) (0 a) S.. •r-	 r-.	 U
o o a) - .r-	
-	 0	 (0
.4.. -	 C C 5- C	 (0U)	 a)	 9- •r- 43 C).	 a)	 U)
a)'- > 0
	 C..	 C -	 •'-
.0 (0 •r- .0 - 4)	 (0 -	 . 4-.	 43
o C 4.)	 C U)	 0 4/)	 i- (0
	 (0
o o S- >3 (0 a) (05-0 C-	 U)0.	 5..	 a)	 S.. .r 	 4/)
>4 4.3 C.	 a) C.) >4 - 43 Q a) >3I- 0	 . E E 4-'	 C C"
•'- E
	 .... C	 C) 0 •r-E LU U) U. I- - E
	
C-) C) c	 E(0	 (0	 (0U.	 LL	 -	 U.
'-4
C)
C)
C.
.34
44
.34
U)
9
V
C).
.34
162
4c
-.
cc	 cc	 e, .o
CJ	 LC) (.OII	
- c	 .-. cj
'-	 I	 I	 I	 I
4c
IC
IC
LC) o cc r-.
CD LC) O O(C) C) CD —
U,
I-
5-
CD
U,
0
a)
a)(4-.
4- U,
.P-
-	 0
.r
•0 V
I-
.,-	 a)
.	 E
.,-
I-
a) -=
-	
4)
•1-	 .1•
oE - '-
.0
-	 (
4-) 4-)
•r- 0.
0E
a)
a) -
43
U,	 (
a)I
4- 0
,- •r-
a) U,
U, a)
4- 0
o 0
U, >3
I-
o
•'- E
4) r
(0 4-
a) 0
S.	 43
5-
o v,
L) (0
'0
a)
.0
(0I—
'-4
cD
0.
IC
IC
Cl)
9
'SI
0.
IC
S
a)
0.F
CO
U,
(04.3
0
I-
04.)
9)
U'
9-
•0.
U'
0
9-4.)
CO
I-
a)
U'
>30
LC)	 .-4 CD O N. N.	 ('4 '-4 C.')
c'.i r-.	 c	 o	 c .	 o cc
—	 c C) C)	 CD C') CD '-I
I•	I•	 I•	 I•
	
I	 I
Ic
-	 IC	 IC
r-	 c	 IC	 IC
C.j Lfl cc '.o cc	 N. C) (V) C')
'-I	 .-4 O N.	 C C) C.) CDII	 c'	 -	 -	 C.')	 4 C) C.')
—	 I	 I	 I	 I
0
4-)
iO01	 U	 a) >7
	
a) U' 5.-	 4-)
•r-	 r- 0 U	 U'
-	 U7 S..	 a) ,-
	 a)
	
Cl) CO a) S.-	 -	 I.-
o o w	 .0	 09.- -	 5-	 (0	 5-
U)	 a)	 4- - 43 0.
	 a)
a) r- > 0	 -
.0 CO	 .0 0 4.3	 CO -	 •r-
o	 4.)	 U)	 -	 Cl) ,	 r	 (0
o 0 5- >3 (0 a) CO 5.. 0 0.
.,- Or-	 S..	 a) S.. - Cl)
>3 4-) 0. •'- a) a)	 >7 - 43 0 a)
r	 0 0. F F 4-' '	 CO	 U, r-
F	 C •r C	 a) 0 r-F LU U) L1.. -	 F J L) CD
CO	 CO
U.
'-I
CD
CD
'I
0.
IC
IC
IC
163
5-(C	 C)(C0	
-
0 4- (C
.,- C.) C)
.00%J
V) 0 C)
a) 4.,	 r
0 U,	 5-(C	 C)(C
C) -
.,-	 30 4-' CC
. U
0)4- 5.-
C)
a)>)0CC
CCI(C
Oa)>04- 0
•r-	 (C
C, 0
• r-•
 9.
-C,,
C)
-	 C,)4-'	 a)I-I.,-
'-'3
a)0. .c .0 CC
a)OS..4_5- -C(D.—
 o
C.-)
C)
-	 U)
-'	 C)
-r- a) Q
— 34-)(Ca)0. 5-C (C
a)0S..09_
S.. -(D ' E 0
C-)
C)U U)4-) j
•' -
	 03 r a)
9-4-' (C
aJoo a)
S--C
F a) 5-
- 0
4-'
3
0.
U)
0
4-)(C
F
a)
-
I-
.,-
.
0
a)
.4)
>1
-
4-)
I-
a)
4-
a)
C-)
a)
-
4-
0
0
0
.4-)
-
S.-
0
U
o(	 U)
0.E •r
a) -
a) u
V) 0
C) •.-
4- (
F -
a) a)
(I)	 S.-
4- a)
o U)
0
U) F
I- U
a)
>5-
C) 0
N--C'J
a)
F
.0
I-
—4
C)
0.
IC
IC
S
IC)
C)
0.
.3C0•b C)
N- u
	 p	 p	 p0) C)
K
	
'-4	 C)C)	 -	 I	 C')	 I
	C )	 C)
3c
co .-i	
- C) N-
.1 Cr) co Cr) CJ
99C9
N— N- 0) N- r
LO	 Lt)	 0	 D
Cr) Cr) C) Cr) Cr)
— C) .-I Cr) '0
'-4 C) •- C'J CD
.-4 ,-1
CJJCco
N-N-r
9ococ\i
Cr)	 IC)	 C'J	 ICr) Cr) Cr) C) Cr)
C .4 Cr) 'C Cr) Cr)C'.J	 c\.j	 c)	 CJ	 It)
N- N- N--
'-4
	
rc	 Cr)
C'4	 IC)	 Cr)
	
Cr) Cr) Cr)	 Cr)
	Cr
	0)	 C) N-
'-4 '-4 C)
4-'
I-	 5.-
a)
-	 a)(C	 0.
C)	 a)
o 0
.4-3	 .4.)
S..	 U)	 U)S.-	 5.	 a)	 CC	 CO
a)	 a) -
	 a)	 C)
-	 C C-) F I-4-	 4..)	 CC
o	 co	 a)	 4-3	 4.3I.'-	
-	 •:
-
-
164
Table 28. Comparisons of regressions of self-esteem
on selected predictors, separately for boys and girls.
Predictor(X)	 Sex	 Regression line
	 R2(%)	 Significance
of regression
54.4
24.0
20.7
0.8
24.0
1.o
12.0
0.3
15.2
1.0
Locus of control	 Girls
Boys
Family adaptability Girls
(mother)	 Boys
Family cohesion	 Girls
(child)	 Boys
Quantity of
	
Girls
father 1 s care	 Boys
Lack of physical	 Girls
effectiveness	 Boys
46.60 - 1.70 X
44.08 - 1.01 X
14.19 + 0.64 X
40.79 - 0.10 X
7.70 + 0.67 X
33.24 + 0.10 X
25.19 + 3.51 X
38.86 - 0.44 X
33.99 - 3.58 X
37.49 - 0.61 X
< 0.001
< 0.001
0.001
0.51 ns
< 0.00.1
0.38 ns
0.016
0.70 ns
0.006
0.48 ns
ns = not significant
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Figure 1. Regression of self-esteem on locus of control,
separately for each sex
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Figure 2. Regression of self-esteem on family adaptability
(mother's rating), separately for each sex
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Figure 3. Regression of self-esteem on family cohesion
(child's rating), separately for each sex
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Figure 4. Regression of self-esteem on time father and child spend together,
separately for each sex
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Figure 5. Regression of se/f-esteem on lack of physical effectiveness,
separately for each sex
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Questionnaire
Girl*
Research
on
Children's Attitudes Toward Themselves and Others
TestDate	 I_I I I
BirthDate I_I I 1•
Telephone number: I_I
*orboy	 ID H I I
APPENDIX I.
SCHOOL FORM OF SELF-ESTEEM INVENTORY (SEI)
(Coopersmith, 1984)
People of your age are not all the same in how they think and feel and behave. In this
questionnaire we are interested in what has been true for you for most of the time.
So 1 there will be no right or wrong answers. We want you to write down what has been
true for you. We would like you to answer every question even when it is difficult
to decide.
Instructions:
Here are some sentences that tell how some people think and feel
about themselves. For each sentence 1 put a 'X' In the box under
'No' if you think It Is not true of you for most of the time.
If it is true about you for most of the time, put a 'X' in the
box under 'Yes'.
No
	
Yes
1 ThIngs usually don't bother me. 	 0	 0
2 1 find It very hard to talk in front of the class. 	 0	 0
3 There are lots of things about myself I'd change if I could. 	 0	 0
4 1 can make up my mind without too much trouble. 	 0	 0
5 I'm lot of fun to be with.	 0	 0
6 I get upset easily at home.	 0	 0
7 It takes me a long time to get used to anything new. 	 0
8 I'm popular with kids my own age. 	 0	 0
9 My parents usually consider my feelings. 	 0	 0
10 1 give in very easily. 	 0	 0
11 My parents expect too much of me.	 0	 0
12 It's pretty tough to be me. 	 0	 0
13 Things ar& all mixed up In my life.	 0	 0
14 Kids usually follow my Ideas. 	 0	 0
15 I have a low opinion of myself.	 0	 0
16 There are many times when I'd like to leave home.	 0	 0
17 I'm not as nice looking as most people. 	 0	 0
18 I often feel upset In school. 	 0	 0
19 If I have something to say, I usually say It.	 0	 0
20 My parents understand me.	 0	 0
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No
	
Yes
21 Most people are better liked than I am. 	 LI
	 0
22 I usually feel as if my parents are pushing me. 	 LI
	 0
23 I often get discouraged in school. 	 0
24 I often wish I were someone else. 	 0
	 0
25 I can't be dependent on.	 0	 0
26 I never worry about anything. 	 0	 0
27 I'm pretty sure of myself. 	 0	 0
28 I'm easy to like.	 LI
	
LI
29 My parents and I have a lot of fun together. 	 0	 LI
30 I spend a lot of time daydreaming. 	 0	 LI
31 I wish I were younger. 	 0	 0
32 I always do the right thing.	 0	 U
33 l'm proud of my school work.	 0	 0
34 Someone always has to tell me what to do.	 0	 0
35 I'm often sorry for the things I do. 	 U	 LI
36 I'm never unhappy.	 0	 0
37 I'm doing the best work that I can. 	 U	 0
38 I can usually take care of myself.	 0	 LI
39 I'm pretty happy.	 0	 0
40 I would rather play with children younger than me. 	 0
41 I like everyone I know.	 0	 0
42 I like to be called on in class. 	 0	 0
43 I understand myself.	 0	 LI
44 No one pays much attention to me at home. 	 U	 0
45 1 never get scolded.	 0	 0
46 I'm not doing as well in school as I'd like to. 	 0
	 0
47 I can make up my mind and stick to it. 	 0	 0
48 I really don't like being a boy-girl.	 0
49 I don't like to be with other people.	 0	 LI
50 I'm never shy.	 0
	
LI
51 I often feel ashamed of myself.	 0	 0
52 Kids pick on me very often.	 0	 0
53 I always tell the truth.	 0	 0
54 My teacher makes me feel I'm not good enough. 	 0	 0
55 1 don't care what happens to me. 	 0	 0
56 I'm a failure.	 0	 0
57 1 get upset easily when I'm s:olded. 	 0	 0
58 I asways know what to say to people. 	 0	 0
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APPENDIX II.
LACK OF SOCIAL SUPPORT SUBSCALE
(Bachman, 1967)
Instructions:
[—in this section, there are some more questions regarding the suppo
which the social environment provides you with.
This time you have five boxes to chose from.	 -
Please put a 'X' In the box under the column which you feel that
best describes how often each statement is true about you for
most of the time.
Never
1. 1 feel that nobody
wants me.	 0
2. I feel lonesome. 	 0
3. These days my parents 0
really help; they
don't let me down.
4. I feel loved.	 0
Seldom	 Sometimes	 Frequently	 Almost
always
0 0 0 0
0	 0	 '0	 0
0 0 0
	
0
0 0 0 0
175
APPENDIX III.
LOCUS OF CONTROL SCALE FOR CHILDREN (LOC)
(Nowicki-Strickland, 1973)
Instructions:
In this section there are questions about your attitudes under certain
specific situations at home or at school. For each item, put a 'X' In
the box under 'No' If you think that the statement is not true about
you for most of the time. If It is true about you put a 'X' in the
box under 'Yes'.
1 Do you believe that most problems will solve themselves
If you just don't fool with them?
2 Are you often blamed for things that just aren't your fault?
3 Do you feel that most of the time it doesn't pay to try hard
because things never turn out right anyway?
4 Do you feel that most of the time parents listen to what
their children have to say?
5 When you get punished does it usually seem it'sfor no good
reason at all?
6 Most of the time do you find it hard to change a friend's
(mind) opinion?
7 Do you feel that it's nearly impossible to change your
parent's mind about anything?
8 Do you feel that when you do something wrong there's very
little you can do to make it right?
9 Do you believe that most kids are just born good at sports?
No	 Yes
o 0
o 0
o
00
-D 0
o 0
o 0
0 0
0 0
10 Do you feel that one of the best ways to handle most problems
is just not to think about them?	 0
11 Do you feel that when a kid your age decides to hit you,
there's little you can do to stop him or her?
12 Have you felt that when peop'e were mean to you it was
usually for no reason at all?
13 Most of the time, do you feel that you can change what might
happen tomorrow by what you do today?
14 Do you believe that when bad things are going to happen they
just are going to happen no matter what you try to do to stop them?
16 Do you feel that when somebody your age wants to be your enemy
there's little you can do to change matters?
17 Do you usually feel that you have little to say about what
you get to eat at home?
18 Do you feel that when someone doesn't like you there is little
you can do about it?
19 Do you usually feel that it's almost useless to try in school
because most other children are just plain smarter . than you are?
20 Are you the kind of person who believes that planning ahead
makes things turn out better?
21 Most of the time, do you feel that you have little to say
about what your family decides to do?
0
0
0
0
0
0
0
0
0
0
0
0
9
0
0
0
0
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APPENDIX IV.
DEGREE OF CONFIDENCE IN CERTAIN PERSONS
Instructions:
In this part of the questionnaire we ask about how children of your
age feel regarding their relationship with other individuals.
First of all think of certain persons, if any, with whom you can
discuss freely your private thoughts or affairs. Then go to column
headed 'Type of Relationship' and write down what kind of a relation-
ship you have with each one of these persons (e.g. mother, father,
friend). Finally go to column headed 'Degree of confidence' and
put a 'X' In the box which describes best the degree of confidence
you feel for each person.
Type of
relationship
1 .................................
2.................................
3 .................................
4...............................
5.................................
Degree of Confidence
None	 Low	 Moderate	 Fairly high
	 Very high
0	 0	 0	 0	 0
0.	 0	 0	 0	 0
0	 0	 0	 0	 0
0	 0	 0	 0	 0
0	 0	 0	 0	 0
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APPENDIX V.
FAMILY ADAPTABILITY AND COHESION EVALUATION SCALE (FACES 111)
(Olson et al, 1985)
Instructions:
n this section there are twenty statements which describe families.
Cu are asked to decide how often each statement applies to your own
emily. You may think that there Is disagreement among family member
s to the family functioning. Put a 'X' in the box which you feel
hat best represents the attitude of the majority of the members
n your family.
DESCRIBE YOUR FAMILY NOW:
Almost	 Once	 Sometimes Frequently Almost
never	 in a while	 always
1. Family members ask
each other for help.	 0	 0	 ci	 0
2. In solving problems,	 dilldrei's
sggestionsare followed.	 0	 0	 ci	 0	 0
3. We approve of each other's
friends.	 0	 0	 0	 0	 0
4. ChIldren have a say
In their discipline. 	 0	 0	 0	 0	 0
5. We like to do things with just
our Imediate family. 	 0	 0	 0	 0	 0
6. Different persons act
as leaders in our family 	 0	 0	 0	 0	 0
7. Family members feel closer to
other family members than to
	 0	 0	 0	 0	 0
people outside the family.
8. Our family changes Its way
of handling tasks. 	 0	 0	 0	 0	 0
9. Family members like to spend
free time with each other.	 fl	 0	 0	 0	 0
10. Parents and children
discuss punishment together. 	 0	 0	 0	 0	 0
11. Family members feel very close
to each other.	 ci	 0	 0	 0	 0
12. The children make the decisions
in our family.	 0	 0	 0	 0	 0
13. When our family gets together for
activities, everybody is present. 0	 0	 0	 0	 D
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0 0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
Almost	 Once	 Sometimes Frequently Almost
never	 In a while	 always
14. Rules change in our family. 	 Q	 0	 0	 0	 0
15. We can easily think of things
to do together as a family.
16. We shift household
responsibilities from
person to person.
17. Family members consult
other family members
on their decisions.
18. It Is hard to identify
the leader(s) In our family.
19. Family togetherness
Is very Important.
20. It Is hard to tell who does
which household chores.
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APPENDIX VI.
FAMILY SATISFACTION SCALE
(Olson and Wilson,1982)
Instructions:
The following 14 sentences describe certain situations with which
family members are conrionly faced. We would like you to indicate
how satisfied you are with the way by which your family cope with
such situations. This time you have 5 boxes to chose from.
Put a 'X' in the box under the column which best describes the
degree of your satisfaction.
1	 2	 3	 4	 5
Somewhat	 Generally Very	 Extremely
Dissatisfi	 Dissat1sfi	 Satisfied Satisfied 	 Satisfied
HOW SATISFIED ARE YOU:
1. With how close you feel
to the rest of your family? 0	 0	 0	 0	 0
2. With your ability to say
what you want in your family? 0	 0	 0	 0	 0
3. WIth your family's ability
to try new things?	 0	 0	 0	 0	 0
4. With how often parents make
decision In your family?	 [J	 El	 El	 El	 0
5. With how much mother and
father argue with each otr? 0	 0	 El	 0	 0
6. With how fair the criticism
is In your family?	 0	 0	 0	 0	 0 -
7. With the amount of time you
spent with your family?	 0	 0	 0	 0	 0
8. With the way you lk tre
to solve family problems? 	 0	 0	 0	 0	 0
9. With your freedom to be
alone when you want to?	 0	 0	 El	 0	 El
10. With how strictly you stay
with who does what chores
In your family?	 0	 0	 0	 0	 0
11. WIth your famlly'saczq]tane
of your friends?	 0	 0	 0	 0	 El
12. WIth how clear is it what
your family expects of you?	 0	 0	 0	 0
13. With how often you make
decisions as a family,
rather than Individually? 	 0	 0	 0	 0	 0
14. With the number of fun things
your family does together?	 0	 0	 0	 0
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APPENDIX VII.
LIFE EVENT SCALE FOR CHILDREN (LES-c)
(Coddi nyton ,1981)
Instructions:
Last of all comes a list of things that sometimes happen to people and
we would like you to think about the past YEAR, that Is the last 12 months.
First of all, decide whether a particular event has happened to you.
Use the first column headed 'Did this happen' and put a 'X' in the box
marked 'No' or a . X' In the box marked 'Yes'.
If you say 'No', go to the next question.
If you put a 'X' in the box marked 'Yes', then move to the next column
headed 'Which season was then'. Recollect the period when each eYent
occurred and put a 'X' in the box which corresponds to your choice.
Then move to the next column headed 'What was the effect on you'. Think
about the effect of what happened on you and put a 'X 1 In the box which
best describes it. Remember, we are now thinking about the last 12 months.
DID THIS
HAPPEN?
No Yes
WHICH SEASON WAS THEN?
SU?'IER FALL WINTER SPRING
June Sept. Dec.	 Mar.
July	 Oct.	 Jan. April
Aug.	 Nov.	 Feb.	 May
WHAT WAS THE EFFECT ON YOU?
	
43	 4.8	 43	 41
	
30	 4130	 48 4'o	 ,
	
•. Ui	 U	 U	 Ifl	 >V)8-30 .030 041 .m30
	
4141	 4?	 41	 4)41
	
a..-	 ,-	 '.- •-	 -
	
0.	 0.	 41	 .	 0.C
1 The death of
a parent	 0 0
2 The death of a
bother or sister	 0 0
3 D1crce of your
parents	 0 0
4 Marital separation
of your parents	 0 0
5 Th death of a
grandparent	 0
6 Hospitalisatlon
of a parent	 0 0
7 Remarriage of a.parit
to a step parent	 0 0
B Birth of a brother
or sIster	 0
9 Hospitallsatlon of
a brother or sister 0 j
10 Loss of a job by your
fal.her or mother	 0 0
11 Major increase In
your parents' income 0 0
0 0 0 0 o 0000
0 0 0 0 00000
0 0 0 0 00000
0 0 0 0 00000
0 0 0 0 00000
0 0 0 0 00000
0 0 0 0 D ODD D
0 0 0 0 DDDD
0 0 0 0 00000
0 0 0 0 00000
0 0 0 0 OD000
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DID THIS
HAPPEN?
No	 Yes
12 Major Increase in
your parents' Income	 LI 0
13 Start of a na proble'n
beteen ycur parents	 0 0
14 End of new problem
between your parents 0 0
15 thange In father's job
so he has less tine toTe 0 0
16 A new adult moving
	
o 0into your home
17 Mother beginning to
work outside the home 0 0
18 Breaking up with a	
oboy/girl friend
19 Moving to a new
school district	 0 El
20 Failing a grade
in school	 r:	 El
21 Suspension from
school	 0 0
22 Start of a nets problen
bet ycu and yir parentsD El
23 End of a problem beben
you and your parents 0 El
24 Recognition forexcelling
in a snort or other activity( 	 El
25 Appearance in
juvenile court	 El 0
26 Failing to achieve soTething
you really wanted	 0 0
27 Becaning ge±er of a
	 0 Elreligious organisatlon
29 Death of a pet
	 0
30 Being hospitalised	 El Elfor lflness or injury
31 Death of close friend El 0
32 Becoming involved	 0 0with drugs
33 StoppIng the use
of drugs
34 Finding an adult who D Elreally respects you
35 Outstanding personal
	
c:J.achievement
(special prize)
WHICH SEASON WAS THEN?
SUMMER FALL WINTER SPRING
June	 Sept. Dec.	 Mar.
July	 Oct.	 Jan. April
Aug.	 Nov	 Feb.	 May
DODD
DODD
0000
DEl DEl
00 EEl
El El DEl
El El DEl
' El El El El
El DOD
DODD
DODD
DODD
0000
O 0 DO
El DOD
DODD
DODD
DODD
DODD
DODD
DODD
O 0 0 0
DODD
WHAT WAS THE EFFECT ON YOU?
	
4.3	 4.3	 43	 41
=	 =
.4.3	 4.1
	
> fl	 UI	 U . tfl > UI
	
8-ia	 .D	 OG)	 4.
	
C)	 4-	 C)	 CJCJ
	
.-. <_	 '4- <.-
	
.	 0.	 W	 0.	 0.
	
C	 C
DODD 0
D0000
00000
00000
00000
ElODDO
DODD LI
00000
00000
00000
00000
00000
DElDEl
00000
D0000
O DOD El
00000
DD000
ODDED
00000
00000
00000
00000
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APPENDIX VIII.
CHILDRENS BEHAVIOUR QUESTIONNAIRE
FOR COMPLETION BY PARENTS
(SCALE B2)
(Rutter et a,197O)
	 ______
ID liii
HOW TO FILL IN THIS FORM
The questionnaire asks about various kinds of behaviour that many children show at
some time. Please give the answers according to the way your child has been during
the PAST 12 MONTHS.
HEALTH PROBLEMS
Below Is a list of minor health problems which most children have at some time.
Please tell us how often each of these happens with your child by putting a cross
In the correct box.
0	 1	 2
Never	 Occasionally,	 At least
butnot as often as once per
once per week
	 week
A. Complains of headaches 	
Li	 Li
B. Has stomach-ache or vomiting
C. Asthma or attacks of wheezing	
n	 o	 n
D. Wets the bed or pants 	 0	 0	 El
E. Soils or loses control of bowels 	
o	 Li	 o
F. Has temper tantrums (that is, complete loss
oftemperwithshouting,angrymovements,etc.)	 J	 -	 0
G. Had tears on arrival at school
or refused to go into the building 	 Li	 D	 0
H. Truants from school	
o	 0	 0
HABITS: Please place a cross in the box by the correct answer.
I. Does he/she staniner or stutter?	
o No.	 J Yes-mildly.	 Yes-severely.
II. Is there any difficulty with speech other
than stamering or stuttering?
	
No.	 j Yes-mild.	 Yes-severe.
If ayes11, please describe the difficulty:
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Yes- Yes-III. Does he/she ever steal things?	 0 No.	 £1 
occasionally. 0 frequently.
If "Yes 1' (occasionally or frequently),
does it involve
D
minor pilfering of pens, sweets, toys,
small sums of money, etc.
1j stealing of big things
D 
both minor pilfering
and stealing of big things
	
is stealing done	 is stealing done
0 In the home	 0 on own
	
elsewhere	 0 with other chlTdren or adults
J both in the home and elsewhere 	 sometimes on own,sometimes with others
IV. Is there any eating difficulty? 0 No.	 0 Yes-mild.	 0 Yes-severe.
If "Yes", is it
U	 faddiness
O not eating enough
O eating to; much
other, please describe: _______________________________________________
V. Is there any sleeping difficulty? J No.	 Yes-mild.	 Yes-severe.
If "Yes", is it difficulty in
o getting off to sleep
O waking during the night
J waking early in the morning
0 other, please describe: _______________________________________________
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Li
0
0
0
Below are a series of behaviour often shown by children. After each statement
are three columns - " Doesn't Apply", "Applies Somewhat", and "Certainly Applies".
If your child definitely shows the behaviour described by the statement place a
cross In the box under "Certainly Applies". If he or she shows the behaviour
described by the statement but to a lesser degree or less often, place a cross
under "Applies Somewhat". If, as far as you are aware, your child does not show
the behaviour, place a cross under "Doesn't Apply".
Please put one cross against each statement.
STATEMENT
	
Doesn't	 Aççli	 Certainly
Apply	 Somewhat	 Applies
1. Veryrestless,hasdifficultystayingseatedforlcz 	 0	 0	 0
2. Squirmy, fidgety child	 Li	 Li	 Li
3. Often destroys own or others' property
4. Frequently fights or is extremely
quarrelsome with other children
5. Not much liked by other children	 El	 El	 El
6. Often worried, worries about many things
7. Tends to be on own - rather solitary
8. Irritable. Is quick to 'fly off the handle'
9. Often appears miserable, unhappy,
tearful or distressed
Li	 Li
Li	 Li
Li	 0
0 U
10. Has twitches, mannerisms or tics
	 0	 0	 0of the face or body
1.1. Frequently sucks thuñth or finger
	 0	 0	 0
12. Frequently bites nails or fingers
	 0	 0	 0
13. Is often disobedient	 0	 0 -
	 0
14. Cannot settle to anything for more
	 0	 Li	 othan a few moments
15. Tends to be fearful or afraid of new
things or new situations
16. Fussy or over-particular child
	 0	 Li	 0
17. Often tells lies	 [1	 0	 0
18. Bullies other children	 0	 0	 Li
ARE THERE ANY OTHER PROBLEMS?
THANK YOU VERY MUCH FOR YOUR HELP
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7. Often worried, worries about many things
8. Tends to be on own - rather solitary
9. IrrItable. Touchy. Is quick to
'fly off the handle'
0	 0
0	 0
0	 0
0
0
0
APPENDIX IX.
CHILDREN'S BEHAVIOUR QUESTIONNAIRE
FOR COMPLETION BY TEACHERS
(SCALE B2)
(Rutter et al,1970)	 ______
ID	 I	 I	 1
Below are a series of descriptions of behaviour often shown by children.
After each statement are three columns: - "Doesn't Apply","Applies Somewhat"
and "Certainly Applies". If the child definitely shows the behaviour described
by the statement place a cross in the box under Column 2 "Certainly Applies".
If the child shows the behaviour described by the statement but to a lesser
degree or less often place a cross in the box under Column 1 "Applies Somewhat".
If, as far as you are aware, the child does not show the behaviour, place a
cross In the box under Column 0 "Doesn't Apply".
Please complete on basis of child's behaviour IN THE PAST 12 MONTHS.
Put ONE cross against EACH statement. Thank you.
STATEMENT
	
0	 1	 2
Never	 Occasionally	 At least
but rt as often as once per
once per week	 week
1. Very restless, has difficulty 	
o	 ostaying for long
2. Truants from school 	 0	 0	 0
3. Squirmy, fidgety child	 fl	 0	 0
4. Often destroys or damages own or
others' property	 0	 0	 0
5. Frequently fights or is extremely
quarrelsome with other children 	 0	 0	 -	 0
6. Not much liked by other children	 0	 0	 0
10. Often appears miserable, unhappy,
tearful or distressed	 0	 0	 0
11. Has twitches, mannerisms,
or tics of the face or body	 0	 0	 0
12. Frequently sucks thumb or. finger	 fl	 0
13. Frequently bites nails or fingers 	 0	 El	 0
14. Tends to be absent from school
for trivial reasons	 0	 0	 0
15. Is often disobedient	 0	 El	 0
16. Cannot settle to anyting for more
than a few moments	 0	 0	 0
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STATEMENT
	
0	 1	 2
Never	 Occasionally At least
bit notas. often as once per
once per week week
17. Tends to be fearful or afraid
of new things or new situations	 El	 0	 El
18. Fussy or over-particular child	 0	 0	 El
19. Often tells lies	 0	 0	 0
20. Has stolen things on one or more
occasions in the past 12 months	 El	 El
21. Unresponsive, Inert or apathetic 	 0	 El
22. Often complains of aches or pains	 El	 0	 El
23. Has had tears on arrival or has refused 	 -
to come into the building in t pastl2 nrii 	 El	 0
24. Has a stutter or stamer 	 D	 LI	 0
25. Resentful or aggressive when corrected	 0	 0	 0
26. Bullies other children 	 0	 LI	 El
Is there anything else unusual about this child's behaviour? - or are there
any other coments you would like to make?
School mark In the preceding academic year:
THANK YOU VERY MUCH FOR YOUR HELP
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APPENDIX X
Individual qualities of the child
(as perceived by the mother)
This part of the questionnaire is about your ratings of certain individual
characteristics in the following persons:
• The child of the present research.
• The 'real' self of the mother.
• The 'ideal' self of the mother
You are asked to rate each one of the above on the 24 pairs of characteristics
provided in the attached forms. Please put a x' in the appropriate place on the
scales. For example, if the description perfectly fits the person described, you
put a 'x on the dash numbered 5 toward the end of the scale which describes
the person better. If the description fits the person somewhat less, the x'
goes on a dash numbered 4, etc. The intermediate dash 0 indicates that
the person does not lean towards either side.
Note: The mother was supplied with three forms of the following
kind, with appropriate titles.
ID	 I	 I	 I	 I
54321 012345
Sluggish
Tolerant
Confident
Aggressive
Clever, quick of mind
Reserved
Helpful
Patient
Talkative
Sensitive
Good-looking
Has no friends
Avoids risks
Can be trusted
to keep a secret
Accepted as a leader
Good listener
Strong willed
Does need others
Makes the most of
every opportunity
Fair
Content with self
Irritable
Makes others happy
Easy to get to know
Active
Intolerant
Lacks confidence
Submissive
Stupid, slow of mind
Unreserved
Not helpful
Impatient
Uncommunicative
Insensitive
Ugly
Has close friends
Adventurous
Cannot be trusted
to keep a secret
Not accepted as a leader
Bad listener
Weak willed
Doesn't need others
Doesn't make the most
of every opportunity
Unfair
Discontent with self
Calm
Causes sorrow to others
Difficult to get to know
54321012345
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APPENDIX XI
SOCIODEMOGRAPHIC INFORMATION ON CHILDREN, PARENTS, AND FAMILY
ID	 I	 I
This questionnaire contains a number of questions referring either to the
child included in the study, or the family environment in which the child
lives for most of the time. For each question, you are asked to choose
one of the alternative answers.
1.	 Child's date of birth 	 I	 i	 I	 i	 I	 i	 I
2. Today's date
	 I	 i	 I	 i	 i	 I
3. Child's sex:
	
Male	 =1
Female	 = 2
4. Is this house your own or do you rent?
Own	 =0
Rent	 =1
5. Type of house:	 One-flat house	 = 0
Block of flats	 = 1
6. How many rooms are in your house?
7. How many members of your family live here?
8. Apart from family members, do any other persons cohabitate
with the family?
No	 =0
Yes	 =1
9. Are both of the natural parents of the child present?
No	 =0
Yes	 =1
If YES go to qu. 13.
If NO
10. Who substitutes for the absent parent?
Stepfather	 = 1
Stepmother 2
Father absent, no substitute = 3
Mother absent, no substitute = 4
Other	 = 5
189
12.
13.
14.
15.
16.
17.
18.
11.	 Why is the natural parent absent?
Death	 = 1
Divorce	 = 2
Lives in the same town = 3
Works in another town	 = 4
Other	 = 5
For how long has the natural parent been absent?
Less than one year 	 = 0
One year	 = 1
Two years	 = 2
Three years	 = 3
Four years	 = 4
Five years +	 = 5
How old is the child's father? 	 -
How old is the child's mother? 	 -
Parental education: Didn't complete
primary school
	
= 1
Primary
High school
Lyceum	 = 2
Higher education	
= 3
University degree
Choose one of the above numbers
and write down the number which corresponds to:
Father's education	 -
Mother's education
What is the father's occupation?
Unemployed	 = 1
Unskilled worker	 = 2
Skilled worker	 = 3
Intermediate	 = 4
Professional	 = 5
Does the mother go out to work?
No	 =1
Yes	 =2
If NO go to qu. 20
If YES
19.	 What is the mother's occupation?
Unskilled worker	 = 1
Skilled worker	 = 2
Intermediate	 = 3
Professional	 = 4
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20. On average, how much time does the father spend with the child daily?
None	 =0
Very little	 = 1
Not very much	 = 2
Alot
21. What is the quality of things father and child do together?
Lack of activities	 = 1
Poor
Average	 = 3
Good	 =4
22. Has the child any brothers or sisters?
No	 =0
Yes	 =1
If NO go toqu. 24
If YES
23. How many brothers?	 -
24. How many sisters?	 -
25. How many of the brothers are older than the child of the study?
26. How many of the sisters are older than the child?
27. Was your pregnancy for this child normal?
Normal	 = 0
With complications	 = 1
28. Was the delivery of this child normal?
Normal	 0
With intervention	 = 1
29. Child's weight at birth (grs.) 	 _____
30. Child's weight now (kgs.)	 _____
31. Child's height now (cm.)	 _____
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APPENDIX XII.
LETTER ASKING THE MOTHER TO PARTICIPATE IN THE RESEARCH
Athens 21 October 1995
DearMrs.......................................
Currently, in the Institute of Child Health, research is being carried out on th.e
factors which potentially influence how children perceive themselves in relation to
others. Such factors will be searched for in the children themselves, as well as in their
family and school contexts. The research studies 6th grade elementary school pupils,
boys and girls, and their mothers.
As the school your daughter/son attends happens to be included in the sample,
I address you this letter to ask you kindly to agree to complete several questionnaires.
I would like to emphasize that all of the information will be treated anonymously and as
strictly confidential. This is a study of normal children and its results will refer to
children in general without making reference to specific children. We hope that you will
wish to participate, thus contributing to attaining the goals of this research.
We will contact you soon by telephone to receive your final decision and fix an
appointment for a personal interview. Should you have any queries on the above
matter, please contact me at the telephone number 779 4907. 	 -
Thanking you in anticipation for your co-operation
Yours sincerely
Catherine Phylactou
Researcher in Charge of the Programme
U!$Vrrry OF S1JPRV LIBRARy
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